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Abstract
With reports of teacher shortages across many states, the discussion in education turns to
how to retain high-quality teachers. The duration that teachers remain in classroom positions is
decreasing, and the high turnover rate has a direct impact on student performance. Socially and
politically teachers are scrutinized for declining test scores which mostly recently led to a major
reform shift known as Common Core. The continued scrutiny and micromanagement through
reform changes have a substantial impact on the professionalization of teaching and the
professional identity of teachers themselves. Through a pragmatic lens, narrative inquiry was
used to better understand how experienced teachers perceive their professional identity
especially through the Common Core reform. This study took place with three ELA middle
school teachers in a Mid-South urban city. The theoretical framework utilized both theories of
experience as well as teacher identity to explore how the reform potentially impacts teacher
identity especially in relation to lesson planning. The research found that these experienced
teachers viewed their identity through curriculum writing, social justice work, and extensions of
self. The power dynamics and restrictions instigated by Common Core conflicted with teacher
identity causing feelings of ineffectiveness, shifts in roles, and a mistrust of leadership.
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Chapter 1
Introduction
“Those who can, do, and those who can’t, teach.” This popular saying has found its way
into jokes and public speeches, but the essence is still that teachers are somehow a group of
unsuccessful professionals who chose teaching as a fallback option. While many times said in
jest, this sentiment still suggests that the public does not hold favorable opinions toward teachers
and the U.S. education system. Regardless of the intent of the quote, the social sentiment is
noticeably clear; in America, education lacks social respect as a profession. While many times
this blame seems to fall on teachers, it is generally a lack of understanding of the social and
political systems and policies that place burdens on teachers.
Even more disheartening, teachers are generally not professionally empowered through
educational policy decisions or reforms, yet, as “brokers of reform,” they are held accountable
for such reforms through standardized test scores, evaluation systems, and social scrutiny (Bower
& Parsons, 2016). Continued reports of failing schools further exacerbate the humorous
depiction of teachers as babysitters rather than professionals. For example, Hollywood movies
and even young adult cartoons elicit hilarious laughter with idiotic teacher antics, vengeful
principals, sexually promiscuous teachers, or verbally abusive school personnel. While there is
generally a happy resolution, these representations are damaging in that they have practical and
political implications. The continuing cycle of what I call the deprofessionalization of teachers
has profound effects on teacher retention, teacher education, school-to-community relationships,
and most importantly, student achievement (Bamber & Moore, 2016; Barrett, 2009; Castro,
Quinn, Fuller & Barnes, 2018Davey, 2013; Day, Elliot, & Kington, 2005; Goldstein, 2014).

1

Background
As a parent and K-12 educator, I am personally and professionally affected by the
devaluation of professionalism for teachers. This includes seeing the impact of a current teacher
shortage, or what some may perceive as a shortage of highly qualified teachers that has reached
crisis level in some states and content areas (Castro et al., 2018; Podolsky, Kini, Bishop &
Darling-Hammond, 2016). After 18 plus years in teaching and administrative roles, I can
conceptualize my own professional identity which means that I should take great offense at the
insults referenced above. Instead, it is more critical that I try to understand the historical and
social roots of those ideas as well as engage other educators in discourse around their own
professional identities, the impact of recent reforms, and how those identities play a role in
planning, a critical professional act for teachers. During my 12 years as a classroom teacher, I
underwent multiple pedagogical shifts with the most recent taking place during Common Core
reform. I then moved into a school support role in which the majority of my daily work is
supporting teacher planning and observing instruction. Recently, during my interactions, I have
noticed a change in experienced (for this study I define this as 10 years or more) teachers’
attitudes, even frustration, towards the recent changes in expectations for lesson planning.
Nationally, educators are protesting low wages, high-stakes testing, increasing class size,
and poor working conditions (Ford, Urick & Wilson, 2018; Goldstein, 2014; Jones, 2015; Martin
& Mulvihill, 2016). While these are general complaints for educators, the schools in which I
work are losing teachers even in the middle of the year for varied reasons. The words “teacher
shortage” have surfaced in conversation too frequently as most schools have used long-term
substitutes to fill empty teaching positions. Watching an increase in these instances urged me to
conduct a narrative inquiry into experienced teachers’ perceptions of their professional identity
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through the shift to Common Core, especially in relation to planning because this is a critical
professional act. The development of teacher professional identity is also connected to teacher
commitment to the profession which can have a substantial impact on student learning (Brooks,
2016; Castro et al., 2018; Connelly & Clandinin, 1999). Thus, my study sought to better
understand how experienced teachers perceive their identity and how that impacts their decision
to remain in the profession.
When I refer to changes in planning expectations, I am speaking of the shift to Common
Core. Because most experienced teachers, particularly public educators, have been influenced
by this shift, this will be the target group of my study. It is necessary to disclose that during my
past five years in and out of the classroom, I underwent intensive training to make the
pedagogical shifts promoted by Common Core literacy reform. As an advocate and coach during
this reform phase, I experienced my own paradigm shift and a re-constructed identity that drives
my work. Now that I support teacher planning daily, my perspective on the shift has changed as
teachers are expressing more and more confusion and frustration. Though there could be multiple
catalysts for a teacher shortage, the current challenges teachers experience in lesson planning led
to me consider using the lesson plan itself as a data elicitation tool.
Traditionally, the lesson plan is considered the representation of planning for instruction,
the act of the teacher’s expertise (Danielewicz, 2001; Goldstein, 2014; Hall & Smith, 2006;
Savage, 2014). While the framework of a lesson plan may have changed through Common Core,
administrators still use lesson plans to guide their classroom observations as well as provide
feedback to teachers for informal and formal evaluation. As lessons plans are typically posted in
the classroom or school, they are considered a public record and therefore a measure of
accountability. However, my recent encounters at schools show that the lesson plans are
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formatted and mandated by school policy. Whether the teacher uses adopted curriculum or selfselected resources, the physical lesson plans may not reflect the teacher’s actual expertise or
professional identity (Darling-Hammond, 2013).
Herein lies a possible conflict; if leaders are providing feedback on these plans or using
them for observations, then what they see in the classroom may not align to what is on the
physical lesson plan. This could lead to a negative evaluation for a teacher, especially if the
administrator does not recognize the teacher’s professional moves during instruction that are not
reflected in the plan. Thus, leaders may generalize that teachers do not have the capacity to plan
or deliver instruction. This beguiles a cycle of professional development sessions, feedback
conferences, and further accountability measures. Rather than support their professional
capacity building, this creates more of a compliance attitude. The problem is that this is not
working, teacher frustration is mounting, and many quality teachers are leaving the profession
(Barrett, 2009; Castro et al., 2018; Podolsky et al., 2016; The New Teacher Project, 2012). The
lesson plan and the link to teacher professionalism will be further explained in the literature
review in Chapter 2.
The current teacher shortage has the potential to negatively impact student performance
and the criticism will once again turn to teachers (Brooks, 2016; Castro et al., 2018). To bring
attention to this issue, this study uses teacher stories and products to consider a possible
relationship around teacher identity and planning, as well as teacher reflections on how the
current educational reform impacts their professional identity. Ultimately, my hope is that this
inquiry, and others like it, provide a platform for teachers to create a collaborative consciousness
that can be shared within and outside the profession to enhance teacher professionalism: said
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differently, I hope that this work can help move towards the re-professionalization of
teaching.
Theoretical Framework
Through my journey as an educator and a qualitative researcher, I have come to
understand that humans learn and essentially become through interactions with each other and
their environment (Blake, 2003: Crotty, 1998; Dewey, 1938; Mead, 1934). Whether these
interactions result in conflict or a mutual exchange, identity is constructed internally and
externally through exchange of discourse, behaviors, associations, events, etc. (Erikson, 1968;
Gee 2001). One fundamental human exchange that is essential to my study is storytelling.
Storytelling is not only a pedagogical approach to teaching and learning, but it is also one way
that a person learns how to be a teacher, through shared experiences of past and present
colleagues (Clandinin & Huber, 2010; Connelly & Clandinin, 1990; Craig, 2011). My role as an
educator has also shaped my identity as a qualitative researcher because I am concerned with the
individual point of view and knowing a person’s perspective, such as the students and teachers
that I support, beyond what numerical data may reveal. Because I want to examine teachers’
reflections on their own professional identity and planning, data collection will depend on those
narratively shared experiences; thus, storytelling is evident throughout my theoretical
framework, methodology, and methods as described in detail in Chapter 3. The next three
sections will explain my epistemological stance, macro theory, and micro theory of the study.
Epistemology. As a qualitative researcher, I epistemologically align with
constructionism as I believe that meaning is not an object to be discovered but is constructed by
humans through engagement with each other and the world (Crotty, 1998). Though my stance as
a qualitative researcher seems clear, it is further compounded by my stance as an education
researcher in which my values and roles as an educator affect my study and desire to provide
5

practical application of the data. As a practitioner and researcher, I identify as a pragmatist.
Through this study, I hope to share stories of participants and interpret the data to provide
pragmatic recommendations for addressing teacher retention and professionalism.
Charles Sanders Peirce (1839-1914) introduced pragmatism in the United States in 1878
with the premise that meaning and conception are tied to consequences (Bacon, 2014; Blake,
2003; Peirce, 1927; Rorty, 1979). By conceptualizing a thought and its possible consequences,
one is providing meaning to the entire conception (Blake, 2003). Adding to Peirce’s
philosophical approach, his contemporary William James (1842-1910), furthered Peirce’s work
with a psychology lens and a focus on the individual experience. John Dewey (1859-1952) took
both approaches and applied them to the field of education. Since each of the three theorists built
directly on each other’s work to solidify a pragmatic approach, they are considered the founding
fathers of pragmatism, what many identify as the first uniquely American philosophical
movement (Bacon, 2014; Blake, 2003). The twentieth century brought more voices to pragmatic
thought including George Herbert Mead (1863-1931) and, more recently, Richard Rorty, a
follower of Dewey, who published his 1979 work Philosophy and the Mirror of Nature as a
critique of modern philosophy’s view of knowledge. Like Rorty, I align with Dewey’s
educational approach to pragmatism and theory of experience which is evident throughout my
theoretical framework, study design, and purpose.
Pragmatism places importance on the practical application of constructed
meaning. Because it can be eclectic in its logical or practical approach to answering research
questions, pragmatism is considered a viable theory for education and problem
solving. Pragmatism asserts that the mind or self emerges from “critical and creative dialogue”
with others (Blake 2003, p. 22). This supports Dewey’s transactional aspect of education and
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learning which I will explain next. For modern pragmatists like Rorty, language becomes key in
the acquisition of knowledge, but it is making rather than representing the world (Reason, 2003).
Knowledge for a pragmatist is not seen as a set of facts which is understood as truth; rather
pragmatists understand that people make meaning through relationships and application (Biesta
& Burbules, 2003; Reason, 2003). A pragmatic approach is significant to educational research
because learning is transactional, and the transactions between teachers and their environments
construct identity and create the further learning opportunities. As my study is grounded in
pragmatism, even the act of participants sharing their narratives with me is transactional and
identity forming in the moment even for me as the researcher.
Macro-theory. Aligning to pragmatism, my theoretical lens is Dewey’s theory of human
experience. As an early twentieth century observer of education and the social impact of
educational practices and institutions, Dewey’s views align closely with mine, in that we both
see the need to use a pragmatic approach as a response to the exaggerated use of rationality in the
early twentieth century (Biesta & Burbules, 2003). As I explain in the literature review in
Chapter 2, early twentieth century American society applied the scientific method and/or the
industrial model of efficiency to multiple aspects of American life, especially education and
learning. Dewey’s life work was a response to the degenerate influence of modern scientific
thought in which the world could be explained in formulaic laws in the attempt to explain reality
(Biesta & Burbules, 2003; Dewey, 1916, 1938). He saw this approach to truth and reality as a
loss of the qualitative aspect of life and the transactional and communal nature of learning
through action and feedback (Biesta & Burbules, 2003). Like Dewey’s early twentieth century
society, the current American educational landscape is still heavily influenced by modern
scientific thought through data-driven accountability structures and the continued efficiency
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model placed on education (Day, Elliot, & Kington; 2005; Goldstein, 2014; Parkerson &
Parkerson, 2001; Urban & Wagoner, 2014).
While his theory of experience is evident in across much of his work, Dewey (1938)
clearly outlined it in his short but influential piece, Experience in Education. As an educator and
researcher, I continuously come back to Dewey’s explanation of the nature of experience as an
unquantifiable transaction of dialogue, interaction, and feedback or consequences. For Dewey,
knowledge is a construction that happens not in the human mind but in the transaction between
the organisms and the environment itself (Biesta & Burbules, 2003). Dewey asserts that learning
occurs when an individual interacts, either positively or negatively, with another context or
environment, which could be another person, an object, nature or even an idea. Dewey
recognized the organic connection between education, experience, and consequences. While
much of his work focused on the positive relationships and experiences students can have, in his
understanding, not all experiences are educational. Instead, they can have the opposite effect of
“arresting or distorting the growth of further experience” (1938, p. 25). This perspective is
important to my study as I inquired into the possibility of positive and negative experiences that
impacted the construction of a teacher’s professional identity which participants will share
through dialogue, a medium for constructing identity. This theory is foundational to my
framework as it bridges pragmatism and constructionism to my methodology of narrative inquiry
and explains the multiple narratives and realities that may emerge.
Micro-theory. Based on Dewey’s assertion that learning, dialogue, action and
consequences are inseparable, this study utilizes one more theoretical approach that connects the
pragmatist emphasis on experience, transactions, and consequences to the formation of identity.
This micro-theory informs not only the purpose behind my study but also the methodology and
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methods I will use. Building on Dewey’s theory of experiential learning, I lean toward a
sociocultural lens for identity development. The data collection and analysis are grounded in
Rodgers & Scott’s (2008) teacher identity development framework that builds on the work of
sociolinguist Gee (2001) whose work centers on identity and discourse. Rodgers & Scott (2008)
develop a framework to better understand how self, identity, and the contexts of a profession
interact to form a teacher identity. Their framework views self in interaction with four facets of
identity development that result in a professional identity. These four facets used in my study are
contextual membership, emotional and relational labor, multifaceted shifts, and the storytelling. I
explain these in more detail in Chapter 2.
Because my desire is to contribute to the reprofessionalization of teaching, the
storytelling facet of Rodgers & Scott’s (2008) teacher identity theory connects to my narrative
inquiry methodology and methods. I desired that participants share stories of their own
exchanges within their perceived professional identity as well as how reform changes impacted
those exchanges. Johnson and Golombek (2002) suggest that, through stories, teachers reflect on
their experiences to understand and even define their teaching lives. As they share these stories,
teachers question their practices, beliefs, and assumptions. Building on Johnson and Golombek’s
work, I propose that teacher professionalism and identity is built through these stories as teachers
connect their knowledge of theory with and within the practice of teaching. As teachers make
sense of their work and validate their practice, they become empowered, again a critical aspect of
constructing a professional identity (Johnson & Golombek, 2002). In Chapter 3, I further explain
how these theories drive my methodology and methods.
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Purpose Statement & Research Questions
As identified above, there is a current teacher shortage, particularly of highly-qualified
teachers (Barrett, 2009; Castro et al., 2018; Davey, 2013; Ford et al., 2018; Goldstein, 2014;
Jones, 2015; Martin & Mulvihill, 2016; Podolsky et al., 2016; The New Teacher Project,
2012). While teacher retention is a part of many district and state action plans, it is critical to
understand why experienced teachers remain in the profession and the challenges they encounter.
In this narrative inquiry, I completed a series of interviews with three experienced (teaching 10
years or more) public middle school literacy teachers in a large urban city in the Mid-South to
illuminate their own perception of their professional identity. In the interviews, I focused on how
participants view their identity through the shifts in Common Core reform and how their identity
plays a role in planning. During the interviews, participants also shared storyboards and a recent
lesson plan as a form of further data solicitation. The following research questions drove this
study:
1. How do experienced teachers view their professional identities?
2. How does an experienced teacher’s professional identity shape planning?
3. How has the Common Core reform impacted experienced teachers’ professional
identities?
Significance of the Study
This study is significant because it attempts to understand the growing teacher shortage
and high turnover rate (Davey, 2013; Day et al., 2005; Ford, et al., 2018; Goldstein, 2014; Jones,
2015; Martin & Mulvihill, 2016; The New Teacher Project, 2012). Educational reforms move on
the premise that advancing social equity is dependent on improving education; however, multiple
studies show that improving student learning is dependent on the retention of high quality
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teachers (Castro et al., 2018; Ford et al., 2018; Goldstein, 2014; Podolsky et al., 2016; The New
Teacher Project, 2012). Education in the United States has experienced major reforms over the
past century with the most recent being the shift to Common Core which touted new literacy and
math approaches, planning designs, and more rigorous standards and assessments which
emphasized changing how teachers plan from texts with new standards (Lang, 2014; Skinner &
Feder, 2015). The collective of teacher professionals carries the burden of these changes
including expectations and policies at the school and administrative level as well as reform that
happens at the national level (Bowers & Parsons, 2016; Davey 2013). This study sought not
only to amplify individual teacher perspectives on the current reform but also understand the
possible impact on teacher professional identity and that relationship to planning. I also seek to
add to a growing body of research on experienced teachers’ identities for the development of the
profession and amplification of teacher voice (Craig, 2011).
Definition of Terms
These terms will be used throughout this study:
1. Common Core: an inclusive term for the changes in pedagogy and literacy approaches
that have happened since the adoption of the Common Core State Standards by most
states between 2012-2014 (Skinner & Feder, 2015). Though some states have chosen to
opt out of or reject their initial adoption, the overall language of the standards has
remained as well as the new demands for literacy instruction. Though the standards
focused on math and literacy, for the sake of this study, Common Core refers to the
changes in teacher planning for a text-based approach to planning, questioning, and
instruction (Fang, 2016). Teachers are to be analyzers of complex texts and teach
students the skills to read, write, and speak about texts. For the sake of this study,
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Common Core will not refer to the political debate around implementation and federal
involvement of the adoption of the standards.
2. Common Core State Standards (CCSS): a set of national standards identified as
rigorous by the sponsors of the standards, the National Governors Association (NGA)
and the Council of Chief State School Officers (NCCSSO). The standards for literacy do
not emphasize particular content but instead build student skill for deconstructing and
synthesizing complex texts across kindergarten to twelfth grade with the expectation that
they will be college and career ready by graduation. These standards were created to
address research findings that students lack motivation to read, teacher instruction was
activity-based rather than text-based, and students were rarely taught how to read and
apply complex texts (Fang, 2016; Skinner & Feder, 2015).
3. Marginalized populations: an inclusive term that refers to groups of people who are
excluded from the dominant mainstream, which in this study means middle-class, white,
and male. Marginalized populations are generally grouped by categories such as
race/color, immigrant status, socioeconomic status, culture, religion, gender, or sexual
orientation that differs from the accepted mainstream group (Cook, 2008).
4. Narrative: a story shared orally or in writing through methods such as interviews,
fieldwork, or conversation which may range from short anecdotes to extended stories of
events or an individual’s entire life (Chase, 2005)
5. No Child Left Behind (NCLB): a landmark piece of federal legislation in 2001 that
placed emphasis on standardized testing as a measurement tool to determine if schools
and states were meeting educational goals with consequential ties to funding and
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administrative control. The archived executive summary of NCLB by the U.S.
Department of Education reads:
President Bush secured passage of the landmark No Child Left Behind Act of
2001 (NCLB Act). The new law reflects a remarkable consensus—first
articulated in the President’s No Child Left Behind Framework—on how to
improve the performance of America’s elementary and secondary schools while at
the same time ensuring that no child is trapped in a failing school.
The NCLB Act, which reauthorizes the ESEA [Elementary and Secondary
Education Act], incorporates the principles and strategies proposed by President
Bush. These include increased accountability for States, school districts, and
schools; greater choice for parents and students particularly those attending lowperforming schools; more flexibility for States and local government agencies
(LEAs) in the use of Federal education dollars; and a stronger emphasis on
reading, especially for our youngest children. (U.S. Department of Education,
2001)
6. Planning: a professional act during which teachers utilize prior knowledge, experience,
knowledge of students, instructional methods, curriculum, school/district expectations,
standards and other resources to determine a plan for instruction (Brooks, 2016;
Clandinin & Connelly, 1992; Clark & Yinger, 1979; Yinger, 1979). This requires actions
such as determining objectives, building content knowledge, learning materials,
organizing materials and tasks, determining timing and flow, considering student prior
knowledge/responses/engagement, preparing assessments, and connecting the lesson to
school expectations such as calendars, events, and pacing (Danielewicz, 2001; Hall &
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Smith, 2006; Koni & Krull, 2015). For this study, lesson planning encompasses what
teachers do during school hours as well as on their own personal time.
7. Progressive Education: This term is used to describe the educational reform movement
that happened in the late nineteenth and early twentieth centuries as a response to the
Industrial Revolution’s impact on America (Goldstein, 2014; Parkerson & Parkerson,
2001; Urban & Wagoner, 2014). Though at times contradictory, progressive education
generally included expanding opportunities for education, organizing school into
elementary, junior high, and high school in a six-three-three system, expanding and
reorganizing curriculum including extracurricular elements, innovating pedagogy,
utilizing principles of developmental psychology in instruction and materials, improving
school buildings, enhancing teacher education, and restructuring school administration
including centralization of schools (Urban and Wagoner, 2014).
8. Teacher (professional) identity: an encompassing definition of the ever-evolving and
unfixed process by which a teacher conceptualizes self in relationship to the profession of
teaching (Akkerman & Meijer, 2011; Beijaard, Meijer & Verloop, 2004;Beijaard,
Verloop & Vermunt; 2000; Danielewicz, 2001; Rodgers & Scott, 2008). Development of
a professional identity (to which I also refer to as teacher identity in this study) includes
teacher conceptions and expectations of others, social images or expectations about
teaching, personal and work-related experiences, teacher education, thoughts around how
others perceive self, and the dialogue through which teachers foster or hinder meaningmaking (Akkerman & Meijer, 2011; Beijaard et al., 2004; Danielewicz, 2001; Rodgers &
Scott, 2008).
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9. Shift (to Common Core): this usage of shift refers to the pedagogical changes required
of teachers to plan for text-based instruction and adopt the Common Core standards
(Fang, 2016; Frie, Sass-Henke & Stanley, 2016; Skinner & Feder, 2015).
10. Shifts (of Common Core): Common Core literacy is based on three central literacy
shifts embedded in the English Language Arts standards (Frie, et al., 2016). These are
also identified on the official website for CCSS (www.corestandards.org).
a. Regular engagement with complex texts and academic language
b. Reading, writing, and speaking that is grounded in evidence from literary and
informational texts
c. Use of nonfiction to build knowledge
Summary
Chapter 1 of this publication shares the topic introduction which includes the
background, theoretical framework of the study, problem statement, the research questions, the
purpose of the study, the significance of the study, the definitions of terms, and this summary.
Chapter 2 provides a review of closely related literature and a summary of literature reviewed for
this study of teacher professional identity. The literature review includes a brief historical
overview of the last century of American education and its impact on teachers and instructional
planning. Chapter 3 depicts the methodology and methods, data collection, data analysis and
limitations of the study. Chapter 4 will address the findings through constructed narratives for
each participant as well as answering the research using thematic patterns in the data. Chapter 5
will offer the conclusion of the study as well as limitations, recommendations, and suggestions
for future research.
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Chapter 2
Literature Review
This chapter describes the conceptual framework for the exploration of the possible
relationship among teacher identity, lesson planning, and the lesson plan itself. First, the concept
of identity is defined as well as the notion of teacher professional identity (further referred to as
teacher identity). This section will also define lesson planning and lesson plans. Secondly, this
literature review will trace the historical development of teacher identity through three
significant eras in American public education leading up to the current context in which this
study is situated. At this point, I will explain my own position in the study and the significance
for the study. Lastly, this literature review will introduce any recent studies of the relationship
between teacher identity and lesson planning and identify any gaps in this area of research thus
adding to the significance.
The Concept of Personal Identity
In its simplest essence, identity is our own conceptualization of who we are as well as
who others think we are (Erikson, 1968). Though identity can be narrowed into two notions of
similarities and differences, the continual construction of our own identities as well as the
interrelatedness of others’ unfixed identities makes the development of identity continuously
fluid (Gee, 2001; Rodgers & Scott, 2008). Many identity studies look to Erikson’s (1968)
psychological model which traces eight (almost predictable) stages of identity development as
the position of “self” within sociocultural dimensions. Though Erikson did not “discount the
cultural and external influences on the development of identity,” the power of identity
development rested with the individual in his theory (Davey, 2013, p.25). However, recognizing
that identity is fluid, multi-dimensional, and often conflicting, sociocultural theorists expanded
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Erikson’s theory of identity development to a shared phenomenal relationship between the self
and society, emphasizing the significance and inseparability of social and cultural interactions on
the individual's identity. Rather than stages, sociocultural theorist Wenger (1998) sees identity
development in five dimensions: negotiated experience, community membership, learning
trajectory, nexus of multi membership, and the relation between the local and the global.
An additional layer to identity theory is the power of discourse (Davey, 2013). While
these identity theories attempt to develop a process or model for identity development, they do
not emphasize the practice of discourse and power relations. Davey (2013) criticizes the work of
Erikson and Wenger because they do not specify that identity is about agency and power
“filtered through language” (Davey, 2013, p. 29). Critical theorist James Gee (2001) also
considers the role of discourse in identity construction. He acknowledges the central “I” of self
but argues that various social identities are constructed around four interrelated and negotiable
perspectives on what it means to be recognized as a type of person: nature, institution, discourse,
and affinity. Gee (2001) acknowledges that while there may be a centralized or “core identity,”
that identity takes different shapes or forms as the individual operates in other contexts or
memberships (p. 99). This study recognizes all theories presented with an intentional focus on
the power of discourse as a construct of teacher professional identity, which I will explain further
in the next section and in Chapter 3.
Professional (Teacher) Identity
While these identity theories acknowledge the development of self in relation to society, the
complexity lies in addressing the development of professional self in relation to a personal self.
To discuss a professional teacher identity means understanding self within a context or multiple
contexts and spaces of a professional environment. As the professional interacts or engages in
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transactions in these contexts, teacher identity is shaped (Beauchamp & Thomas, 2009; Rodgers
& Scott, 2008). For my study, professional identity is defined as the skills, values, and
knowledge that guide practice as well as the ideologies and strategies that a professional body
uses for sustainability and policy acceptance (Hilferty, 2008). Like identity development, this is
an active, dynamic process in which individuals shape their own work lives as well as interact
with the changing character of their profession as recognized by society. Though theorists
debate the extent to which the core self is represented in the professional identity, Gee (2001)
acknowledges that there is a more uniform core identity that holds across contexts but that other
elements are shared across contexts creating a collective identity. Using this concept, Rodgers &
Scott (2008) define professional identity as the valued professional self that emerges from these
common elements:
•

Professional identity is dependent on multi-contextual exchanges with social, cultural,
historical, and political forces.

•

Professional identity is a complex act of emotional and relational labor.

•

Professional identity is ever-shifting, multifaceted, and unstable (always becoming).

•

Professional identity is crafted and interpreted through storytelling.

Rodgers & Scott (2008) extend their discussion on professional identity by recognizing that each
of these elements can be done without a cognitive awareness of what is shaping and reshaping
the identity. This awareness moves individuals to a place of authorship over their identities
which would in turn empower the individual who is enacting and authoring a professional
identity. Hilferty (2008) cites that this power through discourse is indeed the end goal of
professionalism. Building on the professional identity studies of Rodgers & Scott (2008),
Hilferty (2008), and Davey (2013) as well as the self-identity work of Wenger (1998) and Gee
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(2001), I also considered the emergence of “self” in participant data and how it relates to
Rodgers & Scott’s (2008) four facets of professional identity.
While a sociocultural perspective could explain teacher identity through interactions with
the community in which he or she works, Rodgers and Scott (2008) point out that the workplace
even for school teachers can be a place of power relations in which teachers are expected to
adhere to certain norms or expectations that may suppress “agency, creativity, and voice” (p.
734). Post-structurally, this suppression or control of discourse would then impact identity
development and could even highlight symbolic violence in the workplace. Thus, aspects of
teacher identity would be expected to shift within and without the workplace and where
discourse is happening. My study of teacher identity and its relationship to teacher planning
seeks to utilize discourse to understand the fluidity and possible conflicts in teacher identity
through the practice of lesson planning which can take place within and without the context of
the workplace community.
For my study, I will define and collect research data on teacher professional identity,
labeled as teacher identity or professional identity for the remainder of this study, through
questioning around the five characteristics mentioned above. Each of these recognizes that
teacher identity is developed in a continually dynamic process through interactions and discourse
within the local (i.e. school and classroom) and national (i.e. teaching as a recognized social
profession) context of education. To address teacher identity, it is also important to define what
a teacher does professionally. Danielewicz (2001) offers a succinct but dense explanation of the
teaching profession:
It demands that teachers analyze the situation, consider the variables of students,
texts, knowledge, abilities, and goals to formulate an approach to teaching, and
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then to carry it out--everyday, minute to minute, within the ever-shifting context
of the classroom. It requires having empathy for students, a knowledge of one’s
field, a sense of how learning occurs, the ability to generate a practice out of an
idea, and the power to evaluate instantaneously whether it’s going well or needs
adjusting. Moreover, teaching depends on the teacher’s capacity to constantly
think ahead, to follow hunches, and usually, on top of all this, to perform
convincingly for an audience, sometimes lecturing but always being the leader,
directing activities and managing time efficiently. (p. 10)
Danielewicz (2001) acknowledges that to do these, a teacher must acquire an identity that
requires a commitment to self. Thus, Olsen (2012) adds that studies on teacher identity loosely
show that teacher identity is “not clearly differentiated from a teacher’s ‘self’” (p. 1123).
As mentioned above, my study will question the relationship between teacher identity
and lesson planning. While the dynamic construction of identity is not specific to lesson
planning, I want to determine how teachers identify themselves and understand if and/or how
their identity relates to the phenomena of lesson planning. To do so, I must first define my view
of teacher identity in these five aspects.
Contextual Membership. Whether the focus of teacher identity is on the core self or the
collective, it is grounded in membership to different contexts and/or communities. This is
connected to but distinct from relationships as membership can many times be subconscious or
unrecognized. Clandinin & Huber (2005) refer to these memberships as “the landscapes past and
present in which [a teacher] lives” (qtd. in Rodgers & Scott, 2008, p 734). An additional term
for membership is participation in multiple cultures and subcultures. These are social, racial,
cultural, educational, historical, linguistic, and political memberships that are interconnected and
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have sub-layers that shift continuously. In each of these, culture is a body of knowledge or
social behaviors that hold together a group of people which could be broad such as gender or
religion to a more specific subject subculture or school role (Hilferty, 2008). Teacher identity is
not only built through the culture of the education profession but also through the teacher’s
membership to other cultures, contexts, and communities (Beijaard & Verloop, 2004; Gee, 2001;
Rodgers & Scott, 2008). Whether the teacher feels comfort or discomfort in any given context,
the multiple intersections are a constructional influence on his or her identity. Thus, a teacher’s
membership or non-membership to any of these impacts professional identity as well as how
they prescribe to or resist the expectations of membership. It is also important to recognize that
there is no singular teacher culture, so a teacher is also creating a teaching culture of his or her
own (Beijaard et al., 2004).
Relationships/Emotions. While teacher identity is built in and across memberships
and/or contexts, relationships are an extension of the first element because it specifically depends
on interactions of people, the human element. For the sake of this study, I will focus on the
human aspect of relationships though I recognize that relationships can also extend to animals or
various living organisms. Relationships span all other characteristics of teacher identity listed
here and encapsulate people’s understanding of themselves, others, and who they think others
see them as (Danielewicz, 2001; Davey, 2013; Rodgers & Scott, 2008). This part of teacher
identity is informed by asking what type of person and teacher an individual is perceived to be.
Due to the multifaceted nature of relationships, there is the possibility of a continual process of
conflict, critique, or comfort with these relationships that are ever-changing and cannot be
created apart from emotional investment.
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Hargreaves (2001) notes that through complex engagements with others (students,
parents, colleagues, administrators, stakeholders, etc.), teachers form “emotional geographies”
which are the “closeness and/or distance in human interactions and relationships that help create,
configure and color the feelings and emotions [he does not distinguish between the two] we
experience about ourselves, our world, and each other” (as qtd in Rodgers & Scott, 2008, p.
735). When moral disharmony or conflict arises, these emotional geographies can fracture
teacher identity, lead to emotional labor, and affect work conditions (Rodgers & Scott,
2008). The emotional impact on identity construction also influences the commitment or value
teachers express toward their role as a teacher and to peers, students, parents, and other
community stakeholders. In application to the purpose of this study, the emotional toll of
relationships within the school and broader social context also manipulate the social perception
of teachers and a collective teacher identity.
Multifaceted shifts. Beijaard et al., (2004) recognize that teachers have sub-identities
that form and re-form from multiple contexts and memberships. Though teachers may wish for
these to be in harmony, they may experience conflict as they are learning their
craft. Experienced teachers who have internalized or formed a more centralized identity may
also endure conflict when an outside force such as reform or policy changes challenges that
central identity. This is important to this study as participants, experienced teachers, have
engaged or are currently engaged in educational reform, particularly Common Core.
As teachers interact with multiple contexts such as reforms, their identities are
continuously shifting (Akkerman & Meijer, 2011; Biejaard, et al., 2004; Gee, 2001; Rodgers &
Scott, 2008). Gee (2001) calls identity a “relational phenomenon” that is an ongoing “process of
interpreting oneself as a certain kind of person in a given context. In this context, then identity
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can be considered as an answer to the recurrent question: who am I at this moment?” (p.
108). From moment to moment and context to context, identity becomes fluid while also
recognizing there are core aspects of teacher identity that may remain steadfast and impact what
parts are actually fluid (Akkerman & Meijer, 2011). This aspect of identity is also important to
highlight because during this study, participants will experience or verbalize these multifaceted
identity shifts as they also share their core identity in answering the above question: “Who am I
at this moment?” through storytelling.
Storytelling. Storytelling is not only an aspect of constructing teacher identity, but it is
also the method through which I will gather and represent my study data (my use of storyboards
for storytelling as data solicitation will be described in Chapter 3). I have already stated that
language and discourse is not only the how of identity construction, but it is also source of
understanding and participating in the power structures at play (Akkerman & Meijer, 2011;
Beijaard et al., 2004; Danielewicz, 2001; Hilferty, 2008; Mead, 1934). Post-structuralists
emphasize that identity cannot be formed apart from discourse; thus, storytelling is an integral
aspect of my study as well as my methods. Because discourse is vital to my study, I will provide
a more detailed review of the research on the role of discourse in teacher identity in the next
section of this literature review.
For teachers, telling and living out their own stories is, in fact, the act of teaching. A
review of literature consistently points back to the qualitative studies of educational researchers
Connelly & Clandinin (1992, 1999, 2000, 2013) who propose and practice the use of narrative
(i.e. storytelling) as the means of studying teacher identity development as well as promoting
professional development for new and experienced teachers. Connelly and Clandinin (1999)
refer to these narratives as “stories to live by” (p. 113). They acknowledge the power of
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teachers’ stories on identity in their work Shaping a Professional Identity: Stories of Educational
Practice: “Their stories to live by are more than the conceptual knowledge of curriculum,
teaching, subject matter and so on. They are expressions of an embodied knowledge of the
landscape, of space and time, of borders, cycles, and rhythms…. People’s stories to live by have
moral, emotional, and aesthetic qualities” (p. 113). As teachers discourse with their community
and stakeholders, they are building a professional identity, and as teachers hear discourse from
others, whether in harmony or conflict, again they are constructing identity. The interpretation
and construction of identity takes place through stories that change through time, context, and
relationship (Rodgers & Scott, 2008). Without assuming conclusions to my findings, the above
premise that identity is also collective suggests that storytelling is also a way to discover any
shared sense of teacher identity across the profession while still protecting the individual essence
and value of each story.
The Role of Self in Teacher Identity
The studies of Rodgers and Scott (2008) and Davey (2013) illuminate these first four
aspects of professional identity; however, as a researcher and educator, I also sought to
understand how self interacted within these four professional facets. In the literature this speaks
to the continual process of developing self alongside a professional identity but it also addresses
an aspect of role-playing as an individual moves between self and profession depending on the
sociocultural or environmental factors. Danielewicz (2001) identifies role-playing as a starting
point for pre-service teachers before developing their professional identity. However, in the
context of my study, I also consider role-playing as a part and result of constructing various role
identities within professional identity. Burke (2009) explains that people have multiple identities,
roles, and memberships that claim their own subsets of characteristics, but these identities have
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shared meanings. Burke (2009) also asserts that people assign meanings to themselves while in
their various roles but “these meanings are distinct from the behaviors people enact while in
these roles” (p. 112). Vagan (2011) calls this interactional positioning which he views as a part
of sociocultural identity formation theory. He defines it as “how individuals position themselves
as particular persons in interaction. The framework focuses on how we become particular
subjects by taking up certain social positions in conversation with others” (p. 45). This idea of
“taking up” positions connects to the role-play facet I add to this study in that what participants
are sharing with me is discursive and they may potentially assume or promote themselves in
certain roles as they explain their beliefs and behaviors.
To successfully role-play one must understand self as well as the identity of the role to be
acted out. The ability to convert between the two is an act of awareness and authorship which
Rodgers & Scott (2008) acknowledged as important but could be absent from a professional
identity. However, I argue that a critical facet of teacher identity and its empowerment is the
awareness of the forces shaping identity with an added resistance to normative forces of
education. Like Burke, I believe that teachers can act within different roles under their teacher
identity, and switch between these roles either intentionally or unintentionally depending on the
context. Furthermore, as Danielewicz (2001) and Olsen (2012) both acknowledge, there is an
awareness of or difference between roles and self but there may not be a clear distinction
between self and professional identity. This awareness includes teacher thinking and discourse
about how emotions and norms in their schools “have shielded them from their desire, but also
how it has installed those desires as what they presume themselves to be” (Zembylas, 2003, p.
229). This study sought to explore that exchange of self, roles, and professional identity.
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The Role of Discourse
Because identity is constructed through participation in discourse, this narrative inquiry
research study on teacher identity will also utilize discourse, meaning that even within the
research and participants’ exchange of language in interviews, there is an act of creating identity.
First, it is necessary to explain the role of discourse in identity development. Danielewicz (2001)
states that “discourse, which is manifested through language, consist of a system of beliefs,
attitudes, and values that exist within particular social and cultural practices” (p. 11). The
discursive process takes place as an interplay internally and externally as the individual
constructs identity through social interaction. Discourse can be simultaneous and multiplicitous
as one utilizes language to converse, analyze, debate, write and perform. Discourse can be
hierarchical as individuals may find that some discourses are a power play or conflict with each
other, and they choose one with which to align. Referencing Freire's call for dialogue in
education as a means of shifting social discourse to free the oppressed, Jenlink (2008) notes that
“much of the present social discourse in society might be best characterized as ‘antidialogical,’ a
discourse of power, authority, and control” (p. 52).
By engaging in a dialogue with participants, my desire is to encourage teacher to
researcher, teacher to self, and teacher to teacher interactions that contribute to building and
sustaining the educational community as well as make space for a shared
consciousness. However, because of the hierarchical relationships that are often illuminated in
discourse, I must be prepared for the data to reveal possible conflicts or challenges in
constructing teacher identity and that the discourse may be a collective space for sharing social
critiques to transcend or incite change in current systems that affect teacher identity (Jenlink,
2008).

26

Identity and Planning
Throughout my research on teacher identity, I noticed a trend toward research on teacher
identity through subject matter, educational policy, reform, social justice themes, and teacher
education (Barrett, 2009; Beijaard et al., 2000; Beijaard et al., 2004; Bower & Parsons, 2016;
Day et al., 2005; Jong, 2016; Rodgers & Scott, 2008; Steinberger & Magen-Nagar, 2017). Most
studies focus on the construction of teacher identity through pre-service or early-career teachers
as that is critical to the formation of a professional identity. For my study, however, I took a
personal perspective on selecting a topic and group of participants. As an experienced educator, I
know that my own professional identity has evolved more in the past five years through the
reform movement to Common Core than at any other time. In my daily work, I see experienced
teachers like myself who are also engaged in this evolution. As most of my interactions with
teachers are in supporting their planning, I have noticed that teachers have different approaches
and attitudes toward planning especially through the shifts (defined in Chapter 1 and below) in
Common Core.
Because of the paucity of research on experienced teacher identity especially around how
teachers view their professional identity in relation to planning, it is important that I contribute
this study to the body of research. This is especially important to my purpose of teacher narrative
as a shared collective consciousness but also the recent move toward using narrative as a form of
teacher education and development. The discourse analysis in my study may also shed light on
current and future policy and content decisions around teacher planning and teacher education
programs. For clarification, I will define planning and explain any current research on the
relationship to teacher identity.
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Defining Planning. Planning is a cognitive creative process that transfers a seemingly
complex and intangible process into a visible plan whether that is an artifact or the act on
instructional delivery (Savage, 2014). Referring to the work of Clark and Yinger (1979), Hall
and Smith (2006) explain the how and why behind this cognitive process. To effectively
instruct, teachers must determine a direction or objective, be confident about the lesson, gather
and study the material, organize the material, determine the timing and flow, group the students,
outline the instruction and assessment measures, and adhere to school schedules and
expectations. Lesson planning also requires that teachers reflect on previous lessons, know their
students and connect new learning to prior knowledge and anticipate areas in which students may
struggle. Depending on expectations of administration, teachers may act as curriculum
preparers, deliverers, or makers; though each are a distinct role, the lesson planning process is
still a critical part of effective teaching (Shawer, 2017). The above description of planning,
however, does not fully address the actual complexity of studying planning especially in relation
to identity.
The complexity in planning exists in the space between the teacher’s experience and
knowledge and the production of a visible or tangible lesson plan. Ralph Tyler (1949)
historically influenced lesson planning in his landmark work Basic Principles of Curriculum and
Instruction. Tyler offered five guiding principles for building learning experiences for students
that focus on creating a variety of learning opportunities that are relevant and attainable for
students closely aligned to one or more objectives. While Tyler and Dewey both focused on the
learning as experience, their ideological principles have been mistaken for a conceptual
organization of planning (Connelly & Clandinin, 1988). The result is a proposed structure or
framework for planning that can be transferred onto paper and submitted to leadership. Once
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this process becomes tangible, it can be governed; hence, the school and district policy
influences planning and expectations, to which teachers must adhere. This causes planning to
become more of a technique or a checklist of compliance rather than serving the professional and
intellectual purpose of lesson design and student learning (Darling-Hammond, 2013).
In relation to my study, these policies are also influenced by education reforms such as
the shift to Common Core. Thus, teacher planning is directly impacted, and regardless of the
presence or absence of conflict between teachers and the governing powers/policies, these
entities also have a significant bearing on professional teacher identity (Connelly & Clandinin,
1988). While the frameworks are helpful in organizing lessons, the planning act itself is the
intersection of teacher experience, content and pedagogical knowledge, beliefs, identity, and a
multitude of other factors that continuously impact the invisible and cognitive space in which
teachers plan. Yinger (1979) discusses planning as a form of preactive teaching which takes
place when the students are not present. While Yinger believes that what teachers do during the
preactive phase is the most important thing teachers do, he also recognizes that there are few
research studies who focus on that space. Almost 40 years after Yinger, there is still a limited
number of studies that link identity to the complex space of teacher planning, so I want to
perform this study to add to that body of research.
Lesson Plans. Based on the data gathered from teachers on identity and lesson planning,
I want to also use the lesson plan as an artifact for soliciting discourse rather than document
analysis. The lesson plan document itself does not appear as an element in any past or current
research I have reviewed. Though there is a large body of instructional support manuals and
reviews of quality lesson planning, the teacher perspective of the physical lesson plan is not
present. Recognizing this absence is significant for this study because in my daily interactions
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with teachers, I feel that there is a disconnect with the actual documentation submitted to school
leadership. I want to know why and if there is a connection to teacher identity. The lesson plan
will not be an element present in the remainder of the literature review but will be reserved for
data analysis reference if needed as it will surface during interviews.
Historical Impact on Teacher Identity and Lesson Planning
In this section of the literature review, I will address the historical and current milestones
and policies in US education over the last century, specifically focusing on the pre-Sputnik
industrial influence, the move from efficiency to the Accountability Era, and the recent Common
Core movement. These eras will be viewed through the lens of teacher identity and possible
impact to instructional planning which is generally categorized as curriculum studies in earlier
educational research. The dichotomy of social attitudes toward education creates an inspiring and
yet tense historical and social context for teachers. While nationally there is a strong patriotic
dedication to teaching generations of children there is also continual deep criticism of teacher
methods and curriculum impacting teacher identity (Parkerson & Parkerson, 2001). This
criticism is generally exacerbated by economic or political factors and has prompted immense
reform at the above significant points in U.S. history. The context of this study is the current
reform of Common Core whether acceptance of or a reaction to the shift. Though some
researchers still consider this the Accountability Era, the immense and recent changes in U.S.
demographics, policies, communication, and federal involvement in education indicate that
attention to the Common Core movement and its impact on teacher identity is its own study.
Though the post-Sputnik era of education reform peaked at the signing of No Child Left
Behind (NCLB) and the federal push for accountability through standardized testing, this attempt
at improving education backfired (Parkerson & Parkerson, 2001). Thus, the current era of reform
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is instead a response to the failures of NCLB and the Accountability Era. With the development
of the Common Core State Standards in 2009-2010, the focus of education reform has shifted to
how teachers plan for deeper levels of literacy and math instruction and much of the resistance
was the demand placed on teachers to shift their knowledge of and approach to planning (Jones,
2015; Bower & Parsons, 2016). A current study of teacher identity and the possible relationship
to lesson planning is also a study of the history of major educational reform eras and the impact
on teacher identity and planning. Though American education spans over three centuries, this
literature review will begin in the early 1900s as the focus is on public education which
experienced a dramatic expansion and restructuring in the last century (Parkerson & Parkerson,
2001; Urban & Wagoner, 2014).
Pre-Sputnik: Caught Between efficiency and equality. While recognizing that
American education and the emergence of curriculum began in colonial America, this portion of
the literature review starts with the state of education after the height of the Industrial Revolution
and the Reconstruction Era. The transfer from an agrarian to industrial society strengthened the
need for an educated work force rather than a knowledgeable elite class. One of the most
significant impacts on education at this time was the combination of immigrants and freed slaves
joining the school population which fostered a continual cycle of reform for adequate education
for all and the recognition of culture and language learning in school (Urban & Wagoner, 2014).
With urbanization on the rise and large groups of diverse migrants to these cities, the developing
corporate America required a larger institution of education that would prepare a workforce as
well as control the behavior of the masses; thus, entered progressivism. This demand for a more
organized and affordable system of schooling also led to an increase in the state and federal role
of government in education. By the early twentieth century, American education was mostly
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centralized with governance by boards of education, superintendents, and school administration
teams (Urban & Wagoner, 2014.
Progressive modernization focused on advances in science, technology, and business for
a society that would “operate on principles of political nonpartisanship and scientific and
professional expertise” (Urban & Wagoner, 2014, p. 175). Attention turned to developing public
school systems and focusing on a curriculum, now including high school, that would encompass
not just the foundations three “Rs” (reading, and writing, and arithmetic), but would eventually
include science, political thought, social studies, and even the arts. With the current ideology of
problem solving through analysis and the organization of industrial business, the structure and
evaluation of public education was modeled on that of the factory, the center of the Industrial
Revolution. Based on that model, states assumed more authority over the management of schools
as a form of quality control. The generally accepted theory was what worked for the factory
model should work for schools, a theory perpetuated by early twentieth century Professor John
Franklin Bobbitt. His “efficiency-minded” perspective on the organization of the education
system mirrored that of industrial production: a call for standardization to improve the whole
process. Bobbitt believed in setting agreed upon standards, curriculum, procedures, and
responsibilities. Due to the observed success of the industrial management model, Bobbitt
described the instructional process in the terminology of the factory model. The school is the
factory with instruction as the machinery. School leadership act as foremen overseeing teachers
and students as the workers. Society is the customer that benefits from the product of student
knowledge and skill (Waldow, 2015, p.52). The word product alone indicates the immense
foundational impact Bobbitt’s educational model still has on the US system as the work students
complete in class to prove that they are learning is still termed a product; that term is even used
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to refer to students themselves as products of a school system. The standards for these desired
products opened up measures of efficiency, a system of evaluation, which is the early premise of
the accountability movement debated in our current education system.
Though considered a progressivist, John Dewey became a voice of opposition to leading
administrative theorists like Bobbitt. Dewey (1916) believed that education could not and should
not focus on a predetermined product because “every energy should be bent to making the
present experience as rich and significant as possible. Then as the present merges insensibly into
the future, the future is taken care of” (p. 65). Dewey found value in the educational experience
and placed emphasis on the experiences that went beyond the walls of the classroom or factory
as depicted by Bobbitt. Dewey (1938) also placed emphasis on the learner in his theory of
experience. He theorized that any study should fall within typical life experiences and that
learning takes place through what has already been experienced and is then developed into “a
fuller and richer and also more organized form” (p. 73). Dewey critiqued the traditional
curriculum of his time because it did not connect the future to the present. Though Bobbitt’s (and
even our own current) selection of curriculum seems to reference the larger context of
curriculum adoption or accepted content standards for learning, Dewey considered the
interaction of the teacher with materials, standards, knowledge of students, and the current social
context to plan is the actual curriculum in which students will engage (much like what leading
voices in education are saying today). Dewey may not have had a significant impact on teacher
planning in the early part of the twentieth century; however, his philosophies are still influential
today especially for experiential-based learning and even some of the driving ideologies behind
the Common Core reform. These two bodies of thinking offer a dichotomous or almost polarized
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membership to educational approaches that have created conflict in each era of educational
reform.
Teacher Identity Impact. The restructuring and innovations in education impacted the
teacher profession greatly. Pedagogically a move toward subject disciplines and the call for a
more standardized curriculum impacted teacher development and specializations which built
teaching as a recognized profession and offered teachers a sense of ownership of content and/or
grades, a professional identity. The progressivist attention to pedagogy included the impact of
child developmental psychology and a more standard approach to curriculum. The early
twentieth century formalized the public-school system to meet the needs of its learners, and a
more uniformed system of teacher education with a focus on pedagogy and the study of the child
was needed. With the organization of a teacher work force, universities and colleges became the
legally recognized institutions to train teachers for certification (Labree, 2005; Mirel, 2011). By
the 1950s, the next major era of study in this literature review, teachers were generally required
to have a four-year degree (Parkerson & Parkenson, 2001. This requirement and the growing
labor force of teachers created the concept and physical implementation of teacher education as a
major of study and teaching slowly became a profession recognized as a career field.
Fundamentally, teaching was growing into a recognized profession which would require a
system of training, management, and accountability as well as move teaching into a field of
study and research, in essence, attention to pedagogy.
There are two substantial marks on teacher identity development during this progressive
movement. One is that student assessment and evaluation measures evolved into a merit system
for grading, this meant not only evaluations for students but also teachers and schools; a form of
quality control. The industrial model transposed onto education meant that teacher identity
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began shaping into one of advocacy for better wages or working conditions. This led to the
growth of teacher unions such as the National Education Association founded in 1857 and the
American Federation of Teachers in 1916 (Parkerson & Parkerson, 2001) as lobbyists at the
federal level. These organizations purposed to “to aggressively advocate for higher teacher pay
and for teachers’ freedom on lesson planning and student discipline” (Goldstein, 2014, p. 69).
However, this also established teachers as a targeted, semi-organized front or opposing force
professionally. Though these unions offered teachers involvement in school policy and
governance and helped improve teacher salary, they were seldom substantially effective (Urban
& Wagoner, 2014).
One possible explanation for this lack of efficacy also points to another aspect of teacher
identity formation during the early twentieth century: the genderization of the teaching
profession. The paradoxical nature of the genteel feminine woman juxtaposed with a militant
union was also embodied in the early twentieth century Suffrage Movement that led to women’s
right to vote. Though teaching was once a male-dominated profession, most teachers were
female in the nineteenth and twentieth century as this was one of the few professions considered
socially acceptable for women. However, the Suffrage Movement swept the United States and
exposed many of the injustices for working women. The two world wars also pushed more
women into the workforce strengthening the professional identity of female teachers. The
professional challenge now was shifting the social perception of the teacher from a genteel and
generally unqualified woman to an educated and autonomous career woman. The obstacle of
male dominated leadership in politics, school, and even in the education unions still weakened
the efficacy of teacher advocacy and professionalism (Goldstein, 2014; Urban & Wagoner,
2014).
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Planning impact. Recognizing that students needed more adequate learning, reformers
in the post-Industrial Era fueled a debate over curriculum and expectations for public education
as well as the structure of the system itself. The imprint of the factory model led the way for
regulations and structural changes; for example, reduced class sizes, separations by subject
disciplines and grade level, formal education for teachers, a merit system for grading, and the
standardization of assessment and curriculum. The progressive influence brought curriculum
expansion and reorganization to create more departmentalized subject areas, extracurricular
components, scientific courses, and innovative learning strategies. Along with new instructional
approaches, the aforementioned shift to reading for comprehension further developed the basal
reader into a published curriculum that provided instructional materials such as charts,
illustrations, scripts, teacher editions, and even assessment (Parkerson & Parkerson, 2001). This
meant the growth and competition of publishing companies as well as a movement to push
curriculum design into the hands of discipline-specific experts and away from academicians or
expert educators. As the control of curriculum transferred to experts, teachers took on more of a
role of lesson preparer and curriculum deliverer and studied more pedagogy than content in their
preparation programs. The move toward pedagogy was influenced by a focus on marginalized
children especially in crowded urban areas to offer character education, order and discipline, and
more inclusive instructional practices with the hope that students would be able to function
properly in society (i.e. quality control). Teachers were instructed to plan with the child in mind
using standardized resources such as textbooks, basal readers, and teaching manipulatives. The
“how” of teaching was more emphasized than the “what” of teaching.
Another significant development that impacted teacher planning then and even today was
the lesson plan. Psychologist Johann Herbart, who believed that the key to learning was student
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desire to learn, recognized that a move away from traditional instruction meant that teachers
would need a more structured way to plan for student stimulation and growth of knowledge.
Herbart’s five-step plan followed the process of preparation, presentation, comparison,
generalization, and application. Students study materials of interest, connect this to prior
knowledge, generalize the old and new, then apply the learning to other situations (Parkerson &
Parkerson, 2001). Teachers welcomed the organization and basis in innovative pedagogy;
however, through the lens of the industrial influence, this also created an accountability system
for administrators who could maintain “quality control” of their teachers and further the
transpiring hierarchical structure of the school system contributing to teacher identity
development and the movement toward teacher advocacy. The quality measures also influenced
the next era of reform when the launch of the Russian spaceship Sputnik debunked the
American’s assumption that they were ahead in the economic and defense race globally. The
disconnect from education as well as the push for mainstream curriculum, moved minority
groups especially the African American community to voice the need for equity and
representation in the content taught at schools. The ramifications of the lack of educator input on
curriculum and the growing awareness of an achievement gap between whites and minorities are
significant to the current state of education reform and are discussed throughout the remainder of
the literature review
Post-Sputnik: Turning efficiency and equality into accountability. The national shock
of the 1957 Sputnik launch, which implied that the Russians were ahead of Americans, turned an
intense critique to the public-school system. The efficiency model developed out of the
industrial movement was not producing quality results and apparently the students in the U.S.
were moving further behind. The illusion of course was that the American love of nostalgia
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assumed that there was a point in time, a golden age, where a standard was met, but now the
nation was on a decline. What this inward critique did, however, was catapult several key events
that led to the federal government’s increased role in education and the social war for civil rights,
particularly for African Americans. The nation’s attention was predominantly fixated on either
the growing Civil Rights Movement or the international tension created by the Cold War.
Public schools became the ground zero for both areas of tension as monumental decisions
such as the 1955 Brown vs. the Board of Education reshaped the demographics and educational
expectations of American public education (Parkerson & Parkerson, 2001; Urban & Wagoner,
2014). The fear of slipping behind in the global market passed legislation such as the National
Defense Education Act in 1958 which provided funding for increasing science and technology
programs. This was also a precursor to decades of federal control despite American anxiety
about federal involvement in education (Nelson, 2008).
The educational landscape in the early 1960s was like a simmering pot waiting to burst
into a vigorous boil. The apparent discrepancies in the quality of education combined with the
national desire to keep America ahead globally, two landmark pieces of legislation were signed
in 1965: The Elementary and Secondary Education Act (ESEA) and the Immigration and
Naturalization Act. While two separate agendas, the uniting factor of both was the recognition
that the education system was failing due to segregation and funding issues for school systems
with marginalized populations (i.e. immigrants, Native Americans, and urban or poverty-stricken
areas). ESEA designated funding to targeted programs that served an agenda for advancing
equity through desegregation. This paved the way for categorizing departments and programs
within education and, consequently, the need to assess or evaluate the efficiency of those
programs. Many wondered how the federal government would be able to sustain such a vast
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piece of legislation thus the need for efficiency turned into a debate over accountability (Nelson,
2008) When public scrutiny shifted from the schools to the lack of success of federal
intervention, the result was a nationally recognized crisis fueled by reports such as the 1981
publication A Nation at Risk (1983). Ironically though the 1960s and 1970s saw a mostly
unsuccessful drive to heal segregation by pushing for racial equality in education, the 1980s saw
a retreat from the driving force of racial equity despite the publication of A Nation at Risk.
Instead, there seemed to be a diversion of attention to improving the quality of programs,
debating about religion in schools, providing alternative education options, structuring school
systems, and educating teachers.
A sense of urgency blended with the question of who or what was to blame increased the
cry for accountability which was soon redirected back to the states and local level. In the 1980s,
the Reagan administration decreased the federal funding for school programs especially those
that specifically targeted desegregation policies in urban areas (Nelson, 2008). While Reagan’s
intention was to seriously decrease federal intervention in education, the Clinton administration
was not as quick to dismiss the federal role. While Clinton was in favor of boosting attendance
in public education and standardized testing, both administrations turned the responsibility of
improving education over to the state level which meant that lower performing states or schools
generally remained in that condition (Urban & Wagoner, 2014). This solidified the belief that the
federal government could not effectively improve or desegregate schools and cities which meant
that large urban communities continued to house schools that did not resemble suburban or more
affluent institutions. Instead, the racial and economic inequity in education increased though
funding for math, science, and technology programs remained. The glaring inequities and
ineffectiveness led to a cry for accountability led to a return to federal intervention. After the
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industrial and scientific takeover of education failed to address “seemingly intractable
socioeconomic factors related to poor student performance, teacher quality appeared to be
manipulable” (Knight & Duschl, 2015, p. 444). Revising the 1965 ESEA, George W. Bush
signed the influential and controversial legislation No Child Left Behind (NCLB) in 2001
pushing American education from an efficiency model to one of accountability measures. NCLB
worked on the premise that growth on standardized test scores and teacher evaluation methods
would indicate where schools needed more funding or a more authoritative and punitive push to
improve.
Ushering in an era of data-driven education, NCLB embraced a new norm: standardized
assessments mandated for grades 3-8. With this also came controversial debates about the
validity of data for teachers of marginalized students who dealt with impeding factors beyond the
control of the classroom. Value-added measurement systems were in the early stages and not
well known when NCLB went into effect. Between the value-added and growth-measurement
debate, schools were fundamentally measured year to year by snapshots of their students’
performance scores compared to the year before and reports of growth versus proficiency play
into a complex labyrinth of data calculations until teachers and students are assigned a number
that indicates their quality or success level (Goldstein, 2014). Student and teacher performance
was now directly tied to state and local funding as well as school takeover and overall
community disapproval of schools with low scores. Though the message of equality and social
justice seemed foundational to the purpose of this legislation, it launched the education system
into yet another attempt to quantify the laborers (teachers) and the product (students) of the
education system. A danger soon realized was that NCLB “provoked states to lower standards
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and the scores that would qualify as proficient continuing educational disparities and graduating
students who were not prepared for college or a career (Goldstein, 2014).
Teacher identity impact. Though NCLB was intended to address equity through
accountability at the school level, the legislation instead placed the burden of the profession in
the hands of teachers while removing the professional capacity out of their hands. While the
1970s to 1990s placed teachers in an equality movement to address the needs of diverse learners
and offered innovative or alternative educational pathways, the 2000s ironically limited teacher
ability to meet these needs by launching education into a data frenzy. Though the intent may not
have been to revitalize the industrial model, the NCLB movement did. Low-income areas
generally serving marginalized populations were targeted and teachers felt the pressure to teach
based on what would be tested (Goldstein, 2014). Many quality teachers were moved to early
grades or tested subject areas and provided with assessed content standards to be
taught. Teachers focused on “bubble-kids” who were close to proficiency (and better scores) and
overlooked students who were too far below proficiency on assessed standards. With limited
autonomy and a pressure to increase performance on state assessments, teachers lost the focus of
student-centered instruction and moved toward assessment data-centered instruction.
Another impact on teachers was the movement to tie test scores to teacher evaluation and
even teacher salary. While schools could mask test scores by overlooking low performing
students and betting on their high performers, individual teachers still carried the weight of their
individual student data. The scrutiny of student performance also became a scrutiny of teacher
performance as well. If schools were not able to produce scores that met the Annual Yearly
Progress (AYP) goals based on growth and proficiency in student scores, they risked being taken
over or even closed which meant possible firing of administration and teachers (Barrett, 2009;
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Jones, 2015; Schneider, 2015). This placed schools with at-risk or marginalized populations in a
paradoxical situation: high-quality teachers were leery of teaching in at-risk schools because of
the lack of job security and the impact on their teacher evaluation scores. For these schools to
increase performance, highly qualified teachers were very necessary, but the reverse usually
happened instead. Inexperienced or less-qualified teachers ended up in at-risk schools and the
cycle of low-performance continued. Overall, NCLB forced teachers into a competitive
environment to focus on improving students’ scores through narrower test-prep methods more
for their own job security and evaluations rather than on educating the whole-child (Barrett,
2009; Goldstein, 2014; Schneider, 2015).
Planning impact. With a teach-to-the test expectation and a need to increase quantifiable
data, teacher curriculum and planning moved away from the professional judgment of teachers
and into the hands of national experts (Goldstein, 2014). With a competitive system, teachers
lacked collaboration, a research-based practice for developing teachers professionally and
improving student learning (Baker-Doyle, 2015; Goldstein 2014). Instead, the classroom became
a silo and teachers were generally handed scripted lessons as the responsibility of building
curriculum moved to publishing corporations who tailored resources based on the state's
standards for assessment. Teacher planning involved more of curriculum delivery and continual
data mining of students to measure progress based on test preparation. The performance-based
model solidified by NCLB replaced the teacher’s professional autonomy of curriculum and
planning with a narrowed and prescribed government-imposed set of standards that yielded
curriculum and teacher pedagogies geared toward producing desired quantifiable outcomes
(Barrett, 2009). In this model, teachers were expected to deliver curriculum rather than
exercising professional roles of designing or planning autonomously.
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The shift to Common Core: Somewhere between accountability and equity. In 2009,
the data frenzy took a shift, a Common Core shift. Since NCLB left the setting of standards for
education and teacher quality at the state-level, the disparities in student performance as a nation
remained. Federal intervention across the century was generally ineffective due to the lack of
scrutiny of state standards and assessments which led the cry for a uniformed set of rigorous
standards to increase equity for all students: the Common Core State Standards
(CCSS). Recognizing that NCLB did not truly address the equity issue but instead exacerbated
it, spearheaded by the National Governors Association (NGA) and the Council of Chief State
School Officers (CCSSO), top educational leaders, philanthropists, teacher unions, and nonprofit organizations declared that high-stakes standardized assessments were not effective if tied
to lower academic standards and collaborated to develop a more rigorous and uniformed set of
standards not directly tied to specific content but instead more focused on literacy and numeracy
skills needed to be college and career ready (Goldstein, 2014). Because of a national distrust of
federal intervention, the developers of the Common Core claimed no federal ties; however, the
government offered financial incentives such as Race to the Top (RTP) for states to adopt the
new standards as well as join common standardized assessment forums such as the Partnership
for Assessment of Readiness for College and Careers (PARCC) or Smarter Balanced Assessment
Consortium (SBAC) (Skinner and Feder, 2015).
While most states jumped on board quickly, some, such as Texas, considered their own
standards more rigorous and chose not to take the federal initiatives. However, across the
majority of states, the adoption of Common Core meant changes in standards, school ownership,
teacher professional development, curriculum, assessment, and in many ways, a shift in
pedagogical philosophies. Despite the declaration that the CCSS was not a federal initiative or a

43

national curriculum, Common Core became a “politically viable nationwide curricular reform”
(Goldstein, 2014, p. 214) and the first curriculum reform “to emanate from a national level, be
filtered through state and district levels, and ultimately be enacted by individual educators in the
classroom” (Bower & Parsons, 2016; Porter, Fusarelli, & Fusarelli, 2014). From the early
movement in 2010 till now, parents, political leaders, and educators have chosen sides in the
Common Core debate in what some say is needed to unify and improve education while others
consider it a failed move for federal takeover of education. Regardless of the political angst,
most state standards were revised to reflect the intended rigor of Common Core and states have
either joined the major standardized testing consortiums or committed to revising their own state
assessments to reflect the CCSS (Schneider, 2015; Skinner & Feder, 2015). The standards
implementation also impacted broad curriculum changes. Publishers quickly moved to mass
produce new or revised curriculum as states or districts rushed to update theirs so that it aligned
to standards. With two massive conduits of reform implementation, assessment and curriculum,
the responsibility of carrying the reform fell upon teachers and local administrators.
Teacher identity. Studies, many focused on specific districts or states, on the impact of
Common Core reform on teacher identity are increasing as the reform has been in movement for
a decade. As this study is situated in the later part of this decade, the hope is to enhance the
current body of research published mid-reform. Regardless of the original intent of Common
Core reform, the ultimate players are teachers and administration at the school level which
further suggests the importance of studying teacher identity and reform. Thus, the teacher level is
also a critical determinant of whether a reform is deemed successful. The current literature
suggests that if teachers do not consider the changes worthwhile or understand the intentions of
the reform, then the reform shifts may be delayed or enacted differently than intended (Porter et
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al., 2014, Abadie & Bista, 2018). This also suggests that the intent of the reform is separate and
potentially different from the implementation of the reform. However, teacher perception may
not distinguish the reform intent from implementation and reform through the local changes or
administrative moves teachers encounter. For example, if the changes at the school level are
immense, sudden, dysfunctional, or poorly supported with professional development, then
teachers may perceive that the reform itself is dysfunctional (Porter et al., 2014). Despite
Common Core as a national reform initiative for unifying standards, the varying ranges of
enactments at the state and local level also varied and potentially limited the desired outcome of
the initial reform intent.
Current studies on teacher perception and teacher identity through the Common Core
reform era address teacher interpretation of the reform based on the challenges with
implementation. Bower and Parsons (2016) refer to teachers as “brokers in reform” as the
expectation for increases in student learning and performance rest primarily on teachers in the
classroom (p. 744). Jones (2015) goes further in addressing the social and political blame placed
on teachers as scapegoats for educational woes and reform failure. Teacher burdens include
conflicts with school administration, misaligned communication and messaging, overwhelming
changes with very little time to prepare or understand, lack of or limited professional
development, loss of planning autonomy due to enforced curriculum fidelity, and pressure to
increase student performance on the updated standardized assessments (Porter et al., 2014). The
impact on teacher identity cited in the current research speaks to professional and personal
burnout and challenges with teacher attrition. While the experience of teachers varies nationally,
the overall sentiment is that teacher morale has decreased leading to feelings of professional
fatigue and perceptions of professional devaluation despite teacher support of the initial reform
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values. Abadie & Bista (2018) relate this perception of professional devaluation to the lack of
teacher input in decision-making whether at the national, state, and especially school level.
Teachers expressed “concern over their professional identity” and needed more “experience and
preparation time” and felt “anxious” because they had little control over their evaluation process
(Abadie & Bista, 2018, p. 62). Further research on teacher identity and reform also supports that
the “integration of personal and professional identities is particularly salient for teachers” (Bower
& Parsons, 2016, p. 745). Thus, it is difficult for teachers to separate or distinguish the personal
and professional conflicts experienced through reform implementation. As teacher identity is
highly contextualized and ever-shifting, reform impact on identity becomes an even more
complex view of public, professional, and personal context and values (Beijaard et al., 2004;
Bower & Parsons, 2016; Rodgers & Scott, 2008)
Planning impact. Across multiple studies, one overall reform change endured by
teachers at the classroom level was the sudden shift to new curriculum and resource materials
used for instruction without teacher input (Abadie & Bista, 2018; Bower & Parsons, 2016; Porter
et al., 2014). While this study is focused on the field of literacy, it is important to note that
similar studies across other content areas such as math and science reflect similar experiences
(Jong, 2016). These studies suggest that not only does the focus on fidelity in implementing new
and oftentimes scripted curriculum reduce teacher autonomy and intellectual decision-making,
but it also enforces pacing that many teachers consider is too fast to effectively meet student
needs (Abadie & Bista, 2018; Bower & Parsons, 2016; Jong, 2016). While the reform intent of
uniformity of standards hoped to advance more equity across the national educational landscape,
the inequities and varying implementation methods particularly within curriculum and planning
for instruction negatively impacted teacher perception of effectiveness and conflicted with
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perceived professional expertise or enactment of such expertise (Abadie & Bista, 2018; Bower &
Parsons, 2016; Jones, 2015; Porter et al., 2014).
Summary statement of the Significance and Context of the Study
Though the CCSS reform movement has been in full motion for almost a decade now,
some states are still dealing with the implementation of standardized assessments, setting
proficiency benchmarks, adopting updated CCSS aligned-curricular resources, and improving
training teachers on pedagogical practices aligned to the literacy and numeracy shifts brought by
the standards. Studies of student and teacher impact are slowly surfacing though many of those
focus on the general impact of reform movements, in-service teacher training, or the quality
review of CCSS-aligned teacher materials (Goldstein, 2014; Schneider, 2015; Bower & Parsons,
2016; Abadie & Bista, 2018). While it seems early to critique the quantifiable effectiveness of
the CCSS shifts, educational researchers are already studying the impact on the professional
identities of experienced teachers who have remained in the profession through the reform. By
performing a narrative inquiry of teachers, I hope to add to a growing body of qualitative
research to shed light on the CCSS impact on teacher professional identity and the relationship to
lesson planning in hopes of also understanding issues of teacher retention. Because of my own
professional journey through CCSS as an experienced teacher who has remained in the
profession, though in an instructional support role, I also hope to understand how my own
narrative aligns to or differs from the experiences of teachers still in the classroom.
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Chapter 3
Methodology and Methods
The literature review in Chapter 2 highlighted significant educational reform periods over the
last century and the possible influence that each had on teacher identity and planning. Because
of the perceived teacher shortage and the widespread de-professionalization of teaching,
educational research needs a more qualitative focus on teacher identity situated in the current
social and political context. Moreover, that research needs to include teacher dialogue. My
study did so through the lens of the most recent educational reform era Common Core. In this
narrative inquiry study, I interviewed three experienced (which I define in this study as teaching
10 years or more) literacy teachers from various public middle schools (grades 6-8) in a large
urban city in the Mid-South. My hope was to illuminate their own perceptions of their
professional identity through Common Core reform and their perception of their identity in
planning and the lesson plan itself. This study was driven by the following research questions:
1. How do experienced teachers view their professional identities?
2. How does an experienced teacher’s professional identity shape planning?
3. How has the Common Core reform had an impact on experienced teachers’ professional
identities?
This chapter describes my process for collecting and analyzing data to explore these
questions and illuminate teacher perceptions of their own professional identity. As my
methodology and methods are explained below, I highlight the specific actions of my study such
as participant selection, the structure and timing of interviews, data analysis process, and data
representation.
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During my development as a researcher, it took me a while to grasp the purpose of theory
and how theory drives and holds together the other elements of a study. Though I identified
quickly with qualitative research, it took much longer to understand what that meant and to
gravitate toward theories that aligned with my work. Creswell (2007) asserts that the field of
qualitative research used to seem uncomplicated but has become more complex, and even
professional researchers struggle with a clear definition of qualitative study. In fact, early in the
process of determining my area of focus for this study, colleagues noticed my struggle with
qualitative research and theory and recommended that I stop focusing on the objective of study
and just return to reading about the field until I found the right fit. Once I recognized that
pragmatism more appropriately reflected my professional goals and understandings of the world,
I kept coming back to narrative inquiry as a methodology for my study of teachers’ experience
and reflection through storytelling. Because I was not sure of what I would find in my data and
my initial purpose was not aligned with critical theory, Dewey’s (1938) theory of experience and
Rodgers & Scott’s (2008) teacher identity theory fit well with my choice of narrative inquiry.
Since qualitative research is inherently subjective and contextual, often when the
researcher settles on what he or she wants to study, something shifts which influences his or her
research decisions. In this case, my own personal ideologies and 18 years of professional
experience differed from the teachers I encountered daily which redirected my focus and refined
my research questions. By selecting narrative inquiry, I also acknowledge that that I, too, have
my own story which could potentially influence my engagement with participants and how I
analyze data. Because I was concerned about “knowing too much,” I attempted to refrain from
imposing any of my own assumptions or interpretations on participants’ narratives while still
knowing that the narrative inquiry process is conversational and that my experience as an
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educator allowed me to insert myself in their story and ask more intentional questions. In
essence, I was researching with participants and not performing research on participants. Another
factor I considered is that the purpose of my research was not to make definitive conclusions but
more to share the individual experiences of teacher identity and lesson planning while
recognizing that collective themes or narrative threads could appear in the data.
Methodology: Narrative Inquiry
The field of narrative inquiry is a fairly recent qualitative approach to educational
research. Narrative researchers consider narratives, lived experiences that are shared through
stories, as both the methodology and phenomena of their studies (Pinnegar & Daynes, 2007).
Through analyzing to understand these stories, narrative inquiry attempts to reconstruct personal
experiences as connected to others and/or their social environment (Clandinin & Connelly,
2000). Narrative inquiry continues to develop as researchers find comparisons within various
methodological approaches, traditions, new ideas, methods, and questions (Chase, 2005, 2011).
My goal as a researcher is to maintain the voice of my participants as narrators of their story
from the interviews to analysis and the representation of their story. Chase (2011) explains this
approach to narrative inquiry as an interest not only in the actual details of the story, but also in
how the story is told in an attempt to understand what, why, and how narrators are sharing. “In
this approach, narration is the practice of constructing meaningful selves, identities, and
realities” (Chase, 2011, p. 422). This purpose is demonstrated in my study as participants shared
stories about their own professional identities shaped through Common Core reform and the role
their identity plays in planning.
Narrative inquiry has increased in prevalence in educational research over the past few
decades predominately due to the work of Clandinin and Connelly (1992, 2000, 2013). Building
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on Dewey’s experiential learning, a narrative understanding of identity drives their studies of
teachers as curriculum planners and their emphasis on teacher knowledge and experience.
Because I professionally value and align with their work, I chose to emulate their design and
methods of narrative inquiry. Clandinin and Connelly (1992, 2000, 2013) believe that teacher
identity and knowledge are grounded in meaning that is constructed over time and across
experience. From a narrative perspective, they believe that “identities have histories” that are
continuously lived, told, relived, and retold (Connelly & Clandinin, 1999, p. 95). Therefore,
narrative inquiry is the best method for my study. Clandinin (2013) explains that narrative
inquiry is a trifecta of the temporal, social, and spatial. Within the temporal, Clandinin (2013)
recognizes that any story told has a past, present, and future, though where that story begins is
determined by the storyteller. These three domains were important to my methods and data
analysis as outlined below. The temporality of any narrative places it as a point in time though
this does not indicate that the narrative is by any means linear. Clandinin (2013) refers to this as
being “in the midst” (p .43). The fact that I share the temporal space with participants means that,
in studying their narratives, I am studying my own identity narrative as well. As we enter the
research space or the field together, our narratives are unfolding.
Clandinin’s (2013) social element of narrative inquiry focuses on the environment and
relationships of the participant. Learning and identity building happens through personal and
social interactions which includes the sharing of narrative space (Clandinin & Connelly, 2000;
Clandinin & Huber, 2005, 2010; Connelly & Clandinin, 1990, 1999). In teacher planning, this
meaning is constructed not simply by the teacher but with the engagement of students as they act
out their learning (Craig, 2011). Rather than education being a fixed body of knowledge or
practice that teachers must simply do, Clandinin and Connelly’s (1992, 2013) use of narrative
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inquiry recognizes the fluid construction of meaning through experience and interaction. This
can only be understood through the narrative storytelling of those individuals for the purpose of
sharing meaning that others in the profession can use in constructing their own knowledge base
(Craig, 2011). With this belief, narrative inquiry was the ideal methodology for my study
because I wanted teachers to tell their own story of professional identity construction through a
reform era as well as reflect on their experience in lesson planning as a curriculum planner, or as
Clandinin and Connelly later called it, curriculum maker (Clandinin & Connelly, 1992).
Methods
Since narrative inquiry focuses primarily on storytelling, my methods encompassed
several ways to elicit such stories from participants. The narratives that I solicited are
personalized and may not have been represented in the metanarrative of teacher identity research.
Because my study focuses on teachers sharing their own perceptions of their professional
identity, my data collection method included interviews and elicitation through participatory
visual productions, methods appropriate for data collection in narrative inquiry (Chase, 2005;
Creswell, 2007; Mannay, 2016). I will explain each method in more detail below. The interview
questions are provided in Appendix A. They were crafted around the three research questions
and the four identity development facets referred to in Chapter 2: membership,
relationships/emotions, multifaceted shifts, and storytelling.
Method One: Interviews. To perform this narrative inquiry, I conducted three rounds of
one-hour interviews with participants. The first round was unstructured to give participants the
free space to share their professional history, and the last two were semi-structured to better
probe into my research questions. I used participatory products alongside interviews two and
three for further data elicitation. Semi-structured interviews are planned interviews that facilitate
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a conversation between researcher and participant but also allow for flexibility to expand the
focus of the interview or probe more into responses (de Marrias, 2004). It is important to state
that prior to this interview, teachers may not have deliberately reflected on their professional
identity or articulated that to another person. Thus, it is important for interviews to be semistructured to allow participants time to reflect. However, this form of interviewing also ensures
that participants have the same baseline of questions. Using semi-structured interviews also
helps shift the power from the researcher to more of a shared-power structure as the researcher
and participant co-construct meaning (Chase, 2005).
Interview one. The first interview focused on the participants’ professional stories.
Following Clandinin’s belief that narrative inquiry is less about research questions and more
about conversation, this interview invited participants to share their professional stories from
their own starting point and direction. As the researcher, my role in this interview was to actively
listen and engage in conversational responses and probes that help the stories unfold. Interview
one was unstructured as I hoped to elicit a detailed story of participants’ professional stories in
which they guided the narrative to reveal their perceived facets of identity. By performing the
unstructured interview first, I gave participants the opportunity to reflect on their professional
identity prior to bringing in artifacts or participatory products. At the close of interview one, I
requested that at the second interview participants bring two copies of a lesson plan that they feel
represents them professionally.
Interview two. The second interview began with an invitation for participants to verbally
walk through their lesson plans with me. This document served primarily as a form of narrative
elicitation and allowed me to ask additional questions connected to what I hear in the interview.
The semi-structured question guide helped ensure that I gather a baseline of similar data but
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because the study is based on a participant’s personal perception of professional identity, I
anticipated that the data would vary across participants. The remainder of the interview inquired
into participants’ connection of their professional identity to planning. I kept one copy of the
lesson plans to refer to for clarity as I analyzed interview transcripts. During interview two, I
asked participants to create a storyboard, a collage that incorporates photos, words, or objects
that represents their professional identities in three temporal domains: past, present, and future.
They brought the storyboards to interview three.
Interview three. The third interview began with an open-ended request for participants to
talk through their storyboards. I used the storyboard in the interview to elicit data but also
collected the storyboard for document analysis. I utilized the data gathered from the first two
interviews to clarify any questions that arose from my analysis and writing memos. The later
portion of this interview shifted to a focus on Common Core reform and any impact participants
perceive it had on their identity and/or planning. Though I prepared a limited number of
questions on this topic, my intent was that the responses will open pathways for further
questioning.
Method Two: Participatory Visual Productions
Documents. During the second interview, participants brought two copies of a recent
lesson plan they felt represented them professionally. As mentioned in Chapter 2, planning is the
essence of teacher professionalism, and the physical lesson plan is only a small visible product of
their professional capacity. However, lesson plans may also be driven by school or district
policy, curriculum choices, teacher evaluation practices, and current reform approaches. The
purpose of interview two was to probe teachers for the presence or absence of professional
identity representation in their actual lesson plans which I hoped would lead to a conversation on
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planning and their identity. I acknowledged that they may share a plan that instead conflicted
with their professional identity which could further elicit more reflections on reform and their
identity. After use for elicitation in the interview, I retained the lesson plan cross referencing
during my analysis for the interview data. These will not be shared with anyone or placed in this
publication to protect the participants’ identities and avoid protentional copyright issues.
Storyboard. During the second interview, I gave each participants a white foam poster
board to create a storyboard that represents their professional identities. While document or
artifact collection is a common method in narrative inquiry, the use of storyboards is a more
recent approach to eliciting data. Mannay (2016) refers to these visuals as “participatory
productions” that “position the social scientist as the participatory facilitator and the approach is
characterized by the guiding mantra of ‘with’ rather than ‘about’” (p. 21). While Mannay (2016)
recognizes that storyboards were promoted for research with children, she also states that in
research, knowledge comes from interactions and relationships. Therefore, by respecting
participants’ competencies, the researcher can build trust and utilize any approach even those
geared toward children. Teachers are generally creative by trade, and since they work with
children or young adults, I felt that storyboards would be an artistic and appropriate method for
teachers to express their identity outside of classroom instructional practice.
Participant Selection
Because I am involved in the educational landscape in the region of study, I chose
participants at public education sites with which I have no direct contact or connections. My
hope was to eliminate any chance that my research may be considered investigative, risky, or
politically motivated (Creswell, 2007) as well as lessen any potential concerns about power
dynamics between the participants and me, given my professional role in leadership. I chose
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public school sites because the Common Core reform was a public education mandate but not a
requirement for privately funded schools. I also wanted to study teachers across a single content
area for the cross referencing of data through interviews and document analysis. My professional
background is in English Language Arts (ELA), so I selected reading or literature teachers.
For narrative inquiry, Creswell (2007) recommends one or more individuals to study.
Because I hoped to capture multiple perspectives across the Mid-South urban city in which my
study is located, I chose to interview three participants, each from a different public school. All
three participants came from the sixth through eighth grade band commonly referred to as middle
school. This grade band is significant because all three grade levels are subject to state mandated
standardized testing in ELA and were a focus area for Common Core reform. These subjects are
also departmentalized which meant that I would be able to interview teachers who teach only
ELA courses. The participants were required to have at least ten consecutive years of teaching
experience to ensure that they taught before and during the Common Core reform era which
began in its earliest phase in 2010. All teaching experience did not have to take place in middle
school.
After completing the International Review Board (IRB) process and any other schoolbased requirements for research, I used purposeful sampling to find participants. Because this is
a narrative inquiry, it was more important to focus on who to sample rather than how to sample
(Creswell, 2007). My personal involvement in the education landscape positioned me to use the
snowball method for choosing participants. By word of mouth, I reached out to professional
connections to share my study and contact information with protentional candidates that met the
criteria. When those candidates contacted me, I vetted them by phone or email before asking

56

them to join the study. Participants were selected based on their availability and willingness to
participate in all three rounds of interviews.
Table 1
Participant Demographics
Participant

Pseudonym

1

Red

Years of
experience
21

2

Katherine

25

3

Peaches

11

Demographics

School

Mid 40s
African American
female
Later 40s
Caucasian
female
Mid 30s
African American
female

Public alternative
school
Public charter school

Traditional public
school

Site selection
Clandinin’s (2013) third dimension of place refers to the actual concrete buildings or
boundaries in which the research inquiry happens. Connelly and Clandinin (1999) categorize
two spaces for teacher narratives to be told: in-classroom and out-of-classroom. They consider
in-classroom space as sacred space in which teachers should be free of judgement and live out
secret stories. However, this observation of sacred space was made prior to the introduction of
NCLB and Common Core Reform which both carried stricter evaluation methods and more
classroom scrutiny (Castro et al., 2018; Ford et al., 2018; Podolsky et al., 2016). Because this
study focuses on teacher identity and the possible impact that reform has had on teacher
professionalism, that space may no longer be sacred. Out-of-classroom space is defined as
anywhere in the school building or community in which teachers enact their professionalism but
are not within their sacred classroom space (Connelly & Clandinin, 1999). As an educator, I
value the sacredness of in-classroom space, but the political dynamics of reform and evaluation
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leads me to host interviews at out-of-classroom spaces. For this reason, I requested that
participants choose a location for all three interviews in which they felt comfortable to share
their stories but does not involve in-classroom space nor the school building in which they work.
Not only was this potentially more convenient for participants, but it also released teachers of
feeling any sense of scrutiny or judgement by colleagues or administration.
Confidentiality
Each participant created a pseudonym that was used in data collection, analysis, and
representation. The storyboard and lesson plan collected in interview two and three were also
labeled only by the participant pseudonym. Any identifying information on the lesson plan was
crossed out and any images of the storyboards will not be shared since some contain personal
images. Participants signed a consent form which is locked away separately from the data to
protect confidentiality. All interview data was collected via voice recording which were
transcribed for analysis. This data was only accessible to my committee chair and me and was
held in a locked cabinet to avoid any tampering or breach of trust.
Trustworthiness and Ethics
Because participants’ identities are the focus of the study and storytelling can be a
vulnerable experience, I clarified in the consent forms as well as each interview that their
personal identities and any specific identifying information such as school, administration,
colleagues, or student names would not be included in the data representation. I also shared my
position as a prior teacher and literacy coach. I acknowledge that my leadership role and
graduate status may have caused participants to view me in a position of power; however, I
presented myself as a colleague who is seeking to understand their experience and how it relates
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to that of other educators. I also assured participants that there is no threat to their career or any
evaluative or punitive measures in connection to this study or for not completing the study.
Subjectivity Statement
As a qualitative researcher, I recognize that my role in the research is a “tool” by which
data is collected. Because I am of a shared experience with my participants, I could not ignore
that my own reflections upon and interpretations of the data would also assume a subset of
meaning (Yin, 2011). However, what brought me to this research is the realization that my own
positive transactions and identity development through Common Core reform was not shared by
teachers that I engaged with across school settings. While I felt empowered by the reform
changes and my own advocacy work, instead, I saw that other teachers felt overwhelmed and
confused. I understand that my own personal and professional experiences have given me a
unique perspective on this topic, and I bring my own understandings to the research while having
to actively listen to avoid assuming what my participants’ experiences may be.
As I entered the research, I recognized that I met most of the criteria required of my
participants though I am no longer teaching in a classroom. I also acknowledged that my own
professional identity has been shaped and shifted through Common Core, but my experience
with Common Core may vary from participants. I am unable to separate that identity as I engage
in the interview process because it could impact the choice and quality of questions beyond the
semi-structured question guide. Despite joining the research as a fellow educator and colleague
in the region of the study, I attempted to refrain from interjecting my own assumptions and
interpretations as much as possible while also recognizing that my identity and experience could
impact how I respond to participants and the data.
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As my study is grounded in both pragmatism and constructionism with a more focused
sociocultural lens, I also recognize that each participant crafts a unique identity through her own
meaningful transactions. Rather than assume there would be a collective professional identity
found in the data, I hoped that I would not impose my own interpretation into their experiences
too early but instead focus on protecting their individual identity narratives while anticipating
that narratives threads could emerge. I must also recognize my position as the researcher in a
narrative inquiry means that I am also co-constructing meaning as I converse with participants
and engage with the data. While trying to preserve each participants identity, I have to
acknowledge that my interpretation of the data may also move into a critical space because of the
historical and social context in which this study takes place and seeks to understand how
participants describe their place and experiences in this context (Hollingsworth & Dybdahl,
2007)
Data Analysis
Because this is a narrative study, the process of analysis may differ from a traditional
study. Because I am using three sources of data collection in three interviews, I will also utilize
multiple data analysis methods. This section will discuss my analysis process organized by the
three interviews. Utilizing Clandinin’s (2013) three temporal domains of past, present, and
future, I coded the data using the three-dimensional space coding of the participants’ professional
stories. These three dimensions are the social, temporal, and spatial dimensions, also referred to
as interaction, continuity, and situation (Creswell, 2007). Though I am asking for a story, I
acknowledge that these narratives do not happen in a linear order. Thus, using these three
dimensions allowed organization and categorizing without forcing the data to follow a
chronological order or assumed causality (Clandinin, 2013). Below is a general outline of how I
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utilized the three dimensions. Prior to my study, I acknowledged that these could change based
on my data, which they did. Due to the non-linear form of my participants’ narratives and
responses, I focused more on social coding through which themes emerged and by which I
crafted their personal narratives. It is important that I used the codes to draw out the narrative
portions of data to then be analyzed through thematic coding.
Table 2
Process for Clandinin’s Three Dimensions of Coding
Dimension

Description

Analysis

Method

Representation

Social

Feelings, hopes,
morals
Membership
Broader context than
just self
Researcher is a part of
this space

Coding for:
contextual membership,
reactions, feelings toward
profession and reform,
interactions that construct
identity

Interviews

Develop interpretive
narratives in Stage 1 from
events, influential moments,
pivotal points, exchanges,
etc
Themes more likely to
emerge here

Temporal

Past, Present, &
Future
Time defined as the
events in a person’s
life
Always in transition
Researcher and
participant share time
In-classroom (sacred)
Out-of-classroom
Research space is the
field
Places of experience

Coding for:
past, present, & future to
build narrative
changes in time through
experience
and reform

Interviews
Storyboard
analysis

Used to place interpretative
narratives in time order in
Stage 2 (past, present,
future)
Indicates process of change
or development across time

Coding for:
spaces of teacher
experience and changes,
places of planning,
locations of safety vs
vulnerability

Interviews
Storyboard

Also used for interpretive
narratives in Stage 1
Defining spaces and the
related identity/feelings
Themes may also emerge
here

Spatial

As a qualitative researcher, I understand that there is not a single or correct way to
approach data analysis. As the focus of qualitative research is more on constructing meaning
rather than assigning meaning, I approach coding with respectful caution. For this study, I chose
to use thematic coding in addition to Clandinin’s (2013) three-dimensions because I wanted to
pragmatically move more into interpretation in the space of identity development and the social
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and historical context. To do so, meant approaching the data without assumptions of identity
development knowing that for any themes that emerged, I would attempt to categorize them
under the four facets of teacher identity theory while recognizing the possibility that the themes
may not fit into only one category or fit into a category at all. For thematic coding, I followed the
two-cycle process presented by Saldaña (2016) and took the approach of lumping data rather
than breaking data apart line by line. Saldaña (2016) defines a code as “most often a word or
short phrase that symbolically assigns a summative, salient, essence-capturing, and/or evocative
attribute for a portion of language-based or visual data” (p. 5). He also discusses lumping as
“coding larger units of data such as paragraphs or extended sections” (p. 229). In this space, I
move away from representing a narrative and more into interpreting a narrative with the
possibility of engaging in critical analysis. Though Saldaña discusses multiple ways or types of
coding within each cycle, I used initial coding as my first cycle approach and then move to
pattern coding to lump the codes together as they point toward themes in the data. Initial coding
is sometimes referred to as open coding, but Saldaña (2016) utilizes the language of Charmaz
(2014) since this implies a first-step approach to data. Though I will eventually view these codes
and subsequent themes considering the four identity facets, I do not want to make assumption
that those exist in the data already. Thus, initial coding allows me to ‘remain open’ (Charmaz,
2014). For the second-cycle, pattern coding was used to further lump coded data into categories
that once connected would then become themes. Those patterns are then used to create the
narratives for participants structured around the leading patterns that emerge. Because I noticed
potential similarities in the data as I analyzed it, after crafting the narratives, I then took the
pattern coding from all the participants’ data and drew themes from these patterns used to answer
the three research questions. In this study, I call these themes narrative threads to better represent

62

the narrative element of story collective coherence. Once the narrative threads were established, I
assigned each thread to one or more of the four identity facets to answer the research questions.
Post-interview data analysis process. After each interview in round one, I transcribed
the interview and listened through the full interviews with the completed transcription to ensure
accuracy. Then I listened again and highlighted the chunks of narrative data to be analyzed.
During this process, I also used the left margin of the transcripts to code for the threedimensional spaces, referenced by Clandinin and Connelly (2000) and Creswell (2007):
temporal, social, and spatial. By adhering to these spaces in the data, this will help me from
assuming causality and trying to represent a more coherent narrative for each participant. After
this initial round of coding, I switched to a more thematic approach to coding, engaging in what
Saldaña (2016) refers to as first-cycle coding. During this time, I assigned codes to pieces or
larger chunks of the highlighted narratives. I then wrote a brief memo on what my initial
reflections are with the codes. Next, I moved to second-cycle coding in which I moved the codes
into broader themes. Finally, I assigned those themes to the four facets of identity theory and
crafted a brief memo on my process and thoughts prior to engaging in the next interview.
Interview two: Lesson plan analysis. The interviews followed the same coding process;
however, in interview two, I coded the transcript of the teacher alongside the lesson plan to
connect the participants’ narrative to what I see in the lesson plan. The physical lesson plan was
used to clarify as well as validate what participants shared in the interview. While the plan will
not be analyzed, I will still view it in case there are additional questions to be asked in regard to
planning or preemptive questions about reform.
Post-interview three: Storyboard. For the third round of interviews, my analysis process
included the storyboard which was already parceled into Clandinin’s (2013) temporal spaces of
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past, present, and future. The data in this storyboard was to assist in either creating a time
structure for the participants’ narratives or to better understand the leading perceptions
participants had of their professional identities. Like the process of initial and pattern coding, the
analyzed data form the storyboard was added into the other data to support final patterns and
themes. Once all analysis was complete, I wrote an analytic memo for each participant before
crafting their narrative for Chapter 4.
Representation
In alignment with Clandinin and Connelly’s (2000) narrative inquiry studies, my
representation focuses on sharing the stories of participants while also recognizing the possibility
of collective experiences or themes that may arise. As I tried to be unassuming as to the data I
would collect, I had considered using Creative Analytic Representation (CAP) through which I
can represent the shared experiences in the form of one extended shared narrative or a medium
such as reader’s theatre or a scripted play (Mifsud, 2016). However, because I wanted to honor
the participants’ narratives individually I chose to represent my data traditionally, while
considering that post-publication, I will pursue creative representations in educational settings or
forums.
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Chapter 4
Findings
As I engaged with the narrative analysis process, I struggled with how to preserve the
stories of my participants while also answering my research questions. As I analyzed the data, I
utilized Clandinin and Connelly’s three dimensions to structure the overall narrative while
utilizing the emerging themes in each participant’s data to answer the research questions through
the narrative. In this chapter I present each participant separately to honor their individuality.
Then, I speak to narrative threads found across all three organized by my three questions. Each
participant’s narrative consists of an introduction, a resonant quote, and sections that move from
professional identity to planning and then reform impact. The titles for each section are quotes
that encapsulate themes from participants’ stories. It is also important to note that the storyboard
shared by participants in interview three became a valuable tool during analysis that helped
construct the participant’s narrative; therefore, any of the words or phrases from the storyboard
will be represented in bold font. The research questions that I answer for each participant are as
follows:
1. How do experienced teachers view their professional identities?
2. How does an experienced teacher’s professional identity shape planning?
3. How has the Common Core reform impacted experienced teachers’ professional
identities?
At the time of the first interview, all three participants, referred to as Red, Katherine, and
Peaches, taught middle school English Language Arts in an urban school district. Red has been
an educator for 22 years, Katherine for 25, and Peaches for 11. The series of three interviews for
each participant took place from April 2019 to December 2019. Because the last interview for
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each participant took place in a new school year, two participants changed professional roles.
Katherine transitioned to a leadership position and Peaches took time away to pursue a higher
degree. Red is still teaching middle school.
The setting of each interview was the participant’s choice. All names and locations
mentioned in the data are pseudonyms to protect the identity of the participants. Red chose to
meet at Panera Bread for all three interviews. This location was not very busy and generally
afforded us privacy during the interview. Katherine also chose a consistent location for all three
interviews: Starbucks. This location was busier than any of the other settings but was close to
Katherine’s place of employment. Peaches chose public settings for each of her interviews, but
the location changed from a local Mexican restaurant to Starbucks. Participants indicated that
they chose locations that were close to their workplace or home for convenience.
Participant Narratives
Through my analysis process, I noticed that each of my participants structured their
storyboards around significant identity-impacting shifts in either job sites or teaching roles.
These shifts, however, were represented differently for each participant. For that reason, the
narrative structure, creative references, and section titles are guided but not limited by the
participant’s storyboard. For Red, her significant shift took place in between the two decades of
her teaching career when she transitioned from traditional to alternative school teaching which is
reflected on her storyboard. For Katherine, her storyboard reflected the growth of a seed from
early planting to fruition. Because her most significant shift took place under a former principal,
her section focuses on the growth process that occurred there and the current implications.
Peaches indicated that she wanted to do something that better represented her personality, so she
created three colorful slides in a slideshow format. Her storyboard focused more on her
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professional titles and her personal emotional journey. The remainder of her slides utilized
inspirational quotes that demonstrated how she views her professional self currently in a space of
social justice.
Red’s Story: A Self-Preserving REBEL for the Underdog
Resonant Quote
“I've always been on the borderline of being a rebel. I'm always fighting for, you know,
equality and things that are right, and when they're not done right, I'm really not happy
about it. You know, it's just something that vexes my soul. And I try to, you know, weave
my way around until I get to the right answer, the answer that I feel is sufficient, and see
if, you know, it can be changed.”
Introduction
Red is an African American woman in her mid-forties. She is an educator who has taught
English Language Arts (ELA) for 21 years. She began as a reading teacher in 1998 in a
traditional school setting. In 2008, Red transitioned to alternative schools where she is currently
teaching middle school ELA. Red’s entire teaching career has been in the same urban city in
which she grew up and attended school. At each interview, Red presented herself as a relaxed,
comical, and confident woman with a rebellious side. In addition to her interviews, Red created
a storyboard of her professional journey. Along with two self-photos representing her first and
twentieth year of teaching, Red also used a serene beach image to represent retirement.
Dispersed around the board were descriptive words and titles depicting who Red is at those
points in her career. Any of these words that are interspersed in this narrative are captured in
bold print. The word rebel was the only word to be fully capitalized on her storyboard; thus, in
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this publication the word will be represented in bold and all capital letters unless in a direct
quotation.
Red’s Identity
Red’s data suggests that she constructs her professional identity around two leading
facets of her professional role: an ELA curriculum writer and an alternative educator. However,
her identification with those roles is grounded in a self-identified personal trait. For Red, her
work as an ELA curriculum writer stems from her recognition of success and others’ who took
notice of her success in the classroom. Her role as an alternative educator is also closely
connected to what she identifies as a rebellious part of her personality.
“I saw a lot of success.” Early in her university studies, Red switched her studies from
nursing to human learning because she wanted to be a teacher like her mother. Red began
teaching without formal teaching certification, but her first position as a supplemental reading
teacher became vital to her future professional identity. This is where she recognized her own
success as a reading teacher and solidifies her membership in the profession. She also began
building her experience with ELA curriculum planning
At the time there was no curriculum for reading. I was given the freedom to do whatever
was needed to increase their interest in reading and their scores on the test. One class I
had a group of over-age [students]. That particular year, I saw a lot of success which
encouraged me to keep going because at first, they wouldn’t pick up anything. After a
while we had read a whole book together…. I was like “Hey, so this was cool.” I could
see progress. I could see they were interested in reading, so it just started from there.
Red describes her initial success with teaching as even more significant because of the
backgrounds of her first group of students. Because she was a supplemental reading teacher, her
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students were “way below reading level” as well as over the typical age for their grade. Red
shares again that reading success with more challenging learners encouraged her to stay in the
profession.
At that time, that community I taught in was a very tight knit community and they don’t
know anything. They didn’t know anything outside of their radius so when I would take
them to the bookstore, or whatever, they were just like “Oh wow!” That’s what
encouraged me to keep going… I was like, “Hey, I can see some stuff going on here, you
know. I can see it so that’s why I stayed.
After a successful first year of teaching, Red was fully engaged in her professional
trajectory. She even returned to finish a few university classes for her teacher certification. Red
equates her continued success with her future professional expertise as a curriculum planner.
She mentions her early autonomy to plan and make curriculum decisions in her classroom across
all three interviews. When referring to any of her early instructional examples, Red is animated
and energetic as she describes the creativity and collaboration that went into her lessons.
Every six weeks we would have a book. When Stuart Little was popular, we bought a
mouse, and we created a car for him. We did the whole story, but they read the book first.
We did Holes…. They had to re-enact Holes. They had to do a lot, so it was fun for
them. It would be anything from every chapter, pull out vocabulary that you didn’t
understand, write your own summary questions; it would be different things like that
would be the core of the project and then they would have like an art part, a music part.
I try to make it interesting. I like making it real world. I love bringing in the real
world…. And the most important is that I can pull as much out of that piece, as many
skills—that was my thing. I like to squeeze the lesson for all that I could get.
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Red openly attributes her decision to stay in teaching to the success she had with lessons
like these which was also noticed by her colleagues. Red shares several times that students or
colleagues verbally validated her professional success along the way giving her gratification and
confirming that she was “doing the right thing.” Her first school served grades 7-12. When her
students moved to other grades, Red remembers: “The high school teachers would always tell
me, ‘We love when we get your students because your students are interested in reading.’”
The recognition of her success in teaching reading launched her into more formal
curriculum writing. Red’s early identity as an effective reading teacher began shifting to be an
ELA curriculum writer, a title she placed under her photo representing her second decade of
teaching. The principal at her first school observed her talent and recommended her to write
curriculum for her district. This was such a valuable experience for Red that she returned to
school for a Master’s degree and continues to develop curriculum for her district even now.
I did curriculum maybe my ninth or eight year. I was like “Hey, this was kinda cool.” [So
I got] a master’s degree in curriculum and instruction in 2006. …Since then I’ve written a
6th grade summer school curriculum in 2014…and now I’m a fellow and that’s what
we’re doing—working on the district curriculum.”
“I've always been on the borderline of being a rebel.” Early in interview one, Red
speaks to her rebellious nature which later became a significant part of her professional identity
as an alternative educator. She explains that her entry to teaching was unconventional because
she considers herself a REBEL, the only word to be fully capitalized on her storyboard. For Red,
this personal trait remains throughout her career. Being in a caring profession is important to her
fundamental beliefs, but she does not like conforming to policies that didn’t make sense.
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I never got in the TEP [teacher education program]program because I felt like taking the
Praxis was stupid…. I feel like it was a money-making thing… I feel like if you were
passing your courses with A’s or B’s, you shouldn’t have to take a test to get in--just to
get into the teacher program. So I was rebellious…. I ended up getting a human learning
education or something….After I started teaching…I [got] my certification….By then, I
had gone on, buckled down, and taken the thing and passed it with flying colors which to
this day is still ridiculous to me.
Red suggests that this trait may have also helped her connect to her below grade level students
early in her career. She shares one of her first experiences with assigning them work.
You know, I was, I was assigning Gifted Hands you know stuff like that, and they were
looking at me like…. “You know, we just, we gangsters. We don’t do this.” I started
saying, “Hey, you like cars? You look at the car magazines? So with that I started with
reading to them Gifted Hands. After a while we had read the whole book.
Red continued to be successful with struggling readers and eventually she was
approached to shift her career path to alternative school. Her decision to move was first based on
a prior school leader who had recognized her talent.
I started alternative, I think, in 2008. I had an assistant principal that I worked with at the
first school and he got a principal job with alternative. He was excited about it, and he
was like… “You gotta go with me because I know, I just know, you can help me make
this school great or a success.” So that’s what got me into it…. And I just stuck with it, I
loved it.
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Though Red feels that she may not have made such a professional transition without the
prompting of a previous leader, she says the move was an alignment to her core values and her
ability to connect with marginalized students, an asset of being a REBEL herself.
I've always been on the borderline of being a rebel. I'm always fighting for, you know,
equality and things that are right; and when they're not done right, I'm really not happy
about it. You know, it's just something that vexes my soul.… I think I’ve always liked
kind of the underdog. I think a lot of times when we get kids, we get to know them,
they’ve been misjudged to me in my perception.
Though Red seems to idealize the meaning of the work she has done with alternative students,
she is clear about the challenges she encountered. She explains that her first alternative program
was for “students that are expelled from their traditional environment” or had been released from
juvenile incarceration. She explains the value of her professional identity as an alternative
educator.
I think I’m always an exception to the rule because I am not in traditional setting. We
deal with a lot of other things like behavior, a lot of students are struggling. We have a lot
of struggling readers. That’s why they got expelled from their other school because they
weren’t doing academically well in the classroom, so they act out. We had a lot of
students that were grade levels behind, and with alternative schools, you’re just flexible.
You can spend more time, can assign extra assignments. In traditional schools, you don’t
have that kind of time…because I have to do non-instructional activity. So with this, it’s
more, “Hey let me pull you to the side,” and I can pull you to the side and say, “Let me
talk to you for a few minutes.” It’s just a different feel. I just like the feel of alternative.
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Red’s Identity and Planning
“I noticed it slowly getting less flexible.” After seven years at the alternative high
school, Red transitions to her current teaching position at an alternative middle school. Though
Red mentions more than once that she likes working in alternative schools, she notices a
progressive change to the planning flexibility she had in her early teaching career and her prior
alternative school. Red explains that her frustration is the move toward scripted curriculum and
strict lesson pacing which she sees as a direct conflict with who she is as an autonomous
curriculum writer. In interview two, Red explains the changes in her planning across time.
When I first started they would say, “okay make sure this six weeks you teach subjectverb agreement, you teach main idea, etc. for this six weeks.” They would give you a
bunch of skills to teach. You decided how to do it. We had a textbook and you had stories
in the textbooks and questions at the end, but still you could go get another story similar
and you could teach that one…. I mean there was so much stuff that you could do that I
feel like they took the flexibility away from the teachers…. Everything revolves around
testing…. I think they really started focusing on test scores and maybe the lack of
success. I think they felt that they needed to really hunker down and say “Hey,
specifically this is what you [teach].” It’s gone from like “You being you, me being me.
I'm teaching one way; you teach another way” to now, it's almost like robotic. You know
everybody follows the same…. It’s already done for you. You know, your speech and
everything. It’s more presentation for the kids.
To exemplify what she means, Red directs attention to the lesson plan she brings for
interview two. Instead of a planning template layout, the plan is a printout of slides with text
questions, task directions, and learning targets. Red feels that she is in a state of conflict between
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who she is as a curriculum writer and who she must be as a compliant professional who needs
to maintain her job. Ironically, she shares that she no longer plans instruction but instead reads
through the script and prepares materials and a slideshow.
We don’t do lesson plans. We do annotations. It’s in a book, and it’s the same for
everything…. When we first started, principals, you know, because they're, of course,
administrators and still in the habit of “turn in this, turn in,” so it was like a big issue.
Everybody’s like “Wait a minute, it’s redundant.” We turn this in but it's already online.
We have a curriculum guide, so on such and such date you should be on Unit 1, Module
1, Lesson 1. They sent us a PowerPoint for the first quarter to kind of support us because
it was like they threw the new curriculum on us… This stays the same and you just go in
and change it. See there's an opening, work time, agenda. So, it’s just pretty structured.
The majority of the time is spent doing a PowerPoint because the PowerPoint is
something visual they can see, and it keeps you on task.
She explains how the structure dictates her planning process which turns more into extensive
reading and preparation. While she still attempts to act within her identity as a curriculum
writer, she shares that reads the lesson script first so that she follows that instead of her own
thoughts or ideas.
It tells you what you’re going to do in the opening, what you’re going to do with the
materials you’re going to need, the vocabulary. So whatever chapter they say we're going
to cover, I’ve already read it. When I read the chapter, I have to kind of read this
[curriculum] first and not read the chapter first. Because when I read the chapter all kinds
of ideas are popping in my head. Some of them are on time like “Yeah, that’s what I
would have done.”
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While a scripted curriculum challenged what Red perceives as her authentic professional
identity, it also conflicted with her identity as a REBEL. Red explains that now she feels
scrutinized and micromanaged and cannot act on her personal nature without reprimand.
You want to put that personal touch I n there and sometimes I can't because I'm on a time
constraint. You're only at 50 minutes to do this, technically, and I need to get this done
because they got a mid-unit test coming up within the curriculum. I need to get that done,
and I need to make sure I cover this. Now if you get evaluated, they have the guide, the
pacing guide, so you are supposed to be right here at this point. If you are a week behind.
“Why are we behind?” You know, you get fussed at...it's crazy. I want to do what I'm
supposed to do, and I want to make sure it’s right because of the professional in me. I
want to make sure I cover everything, but it limits me. It puts constraints on me.
You want to put that personal touch in there and sometimes I can't because I'm on a time
constraint.. I might talk about you know, “One time I was traveling...” You know, I want
to put my own stories in…. I try to make it interesting…I put my own spin on it… You
know, you want to put that personal—that personality touch in there. But you're only at
50 minutes to do this, technically, and I need to get this done because they got a mid-unit
test coming up.
Not only is Red’s personal and professional identity restricted in her planning, but she
also believes that not being able connect to her REBEL identity means not effectively helping
her alternative students.
You're looking at the standardized test, and they're like on a third-grade level, fourthgrade level, or even kindergarten. You may have one that’s on level. How are you going
to go through a lesson that’s coming from a book, a novel? How are they going to read
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the text and be able to do the activities, do the things, the protocols that are required, if
they’re struggling to read? It doesn't make sense to me, and that's one of the things that
has changed so much from when I first started teaching. When I first started teaching, I
had more autonomy to say, “Okay, let me pause right here. I’m going to get this group
Identity and Reform Impact
“Is it time for me?” Red’s storyboard reveals that Red sees her professional identity as
lifelong educator. Her first two decades feature a collage of personal traits and professional
roles; however, the third decade shows an image of beach scene and chairs for relaxing and the
words become more personal characteristics and the word entrepreneur. Red explains that
while she did not consider retirement before, the loss of respect for her profession and the recent
policy changes have changed her mind about retirement.
I think back even before I started, teaching was a profession that everyone looked up to
and admired. It was like “Oh, you’re a teacher? Wow! I have so much respect for that.”
Things started changing. I think it’s always going to have a respect to it, but I don’t think
it’s as much respect as it had back then. I have run into parents that don’t believe what
you say. I guess that's why the expectations or the respect for teachers have changed
socially. I’m like, “Woo! I need to go home. Is it time for me?”
When asked about the loss of respect for her profession, Red talks about the broader scope of
education reform and believes that part of the problem is that the policy makers do not have the
professional expertise that she does.
The energy is like going out. Yes, I am looking forward to retirement. I had a lot of hope
for students. I still do, but the profession has drained me. I think watching the changes
that have happened or the way it changed; that can be draining. Either I'm like really
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excited about it, or I'm like “What did they get this from? Who came up with this?” Who
in the classroom said that? It couldn’t have been a teacher.” I get just overwhelmed when
I find out people who have never stepped foot in a classroom are making decisions about
what goes on within our area, you know within education. So that bothers me. That can
be draining.
As Red talks about future retirement, she shares that the stress of these changes caused a
shift in her approach to the time she put into her professional work and a separation in her
professional and personal life.
I used to take a bag home with me every day. I took a bag home, and did I get to the bag?
No! Now, the first few years, I was getting into the bag. But after a while I'm like “Stop
taking the bag. You’re taking this heavy stuff on your joints, for what? Leave it at work!”
Now, I might stay an extra hour at work, or I might come in earlier, but I stopped bring
extra stuff home, and then I stopped bringing a lot of those issues home. The emotional
part, you know, I let it go. I was like “Why am I taking my school life and bringing it
home? No, I’m not going to do that.”
In interview three, Red also shares that the restraints of scripted curriculum and the
micromanagement from administrators caused her to feel less effective for her students. This
impacted her professional identity which she indicated earlier is grounded in her students’
successes. Red believes that recent reform has narrowed the focus so much on raising the
expectations of academics, that teachers, especially those for marginalized students, cannot make
an impact on students.
Everything revolves around testing. I think they started honing in on test scores and
maybe the lack of success. I guess they thought they would fix the problem by saying
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“Well, we'll tell them what to teach every day and how”--you know, “We'll set it up and
kind of tell them where they supposed to be.” Everything is so focused on academics,
academics, academics.
Red adds that this focus solely on scripted academics hinders her from being able to help
students be critical thinkers, and, therefore, not successful like the students she taught before.
They can’t think independently. It’s like every little thing you have to give to them….
We’re front loading. You know, we're doing everything. We’re reading to them…There
has been a significant change, and it's like depressing…. This is why I'm telling you that
I'm doing things for my health…..I don't feel secure in the next five or ten years seeing
one of them come and say “Hey, I'm just working in...” I’m gonna freak out…. Nursing
school, they’ve gotta dumb it down for them to be able to make it, or we’re just gonna
have a lot of people out here doing nothing….When I see them [in my doctor’s office]
I’m going to be like “Uhhh I changed my mind. I gotta go.”
Red also fervently believes that education administrators and policy makers are ignoring the
critical issues that she understands more because of her identity as a professional educator and an
alternative educator with a REBEL spirit. She believes that instead teachers need their
professional autonomy back to better serve students.
So until we start holding other things accountable—education—we can’t change to
whatever they [policy makers] come up with. To me, it’s politics—like we never want to
fix things. We never want to fix what’s broken…because money is in this stuff. It’s still
not going to be effective. We're the professionals. Give teachers more autonomy about
what they're teaching and how they teach it!
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Katherine’s Story: A Student-Centered, Data-cated Educational Badass
Resonant Quote
“I wish we could change the word teacher. We do teach, but we do so much more. I wish
there was a better word for what we do. I think about it a lot. Educational badass?
Educational ninja? ‘Teacher: one who teaches;’ I get it, but if you count the hats we wear,
that’s a small part of the day.”
Introduction
Katherine is a 48-year-old white woman whose middle school teaching career began in
1995 and spans 25 years and two southern states. Katherine is highly passionate about educating
marginalized students and works beyond school hours to meet their academic and emotional
needs. Her content focus is writing and ELA classes, but Katherine has also taught in other
content areas as needed and held teacher leadership positions. Katherine has a bachelor’s degree
in both vocal performance and middle school education and a master’s degree in educational
leadership. She is married and has no children.
Between the second and third interview, Katherine accepted a leadership role at her
current middle school. During the third interview, Katherine indicated that she and her husband
would be leaving mid-year to return her home state to be a Dean of Curriculum and Instruction
for a new school opened by a previous colleague. Katherine’s narrative will focus on two leading
facets of her professional identity and then demonstrate how each has a strong influence on how
she plans as well as how educational reform has shaped her identity. One of these facets is the
use of data to increase student achievement. As Katherine is very passionate about her data and
how it supports her expertise, I coined the term data-cated specifically to represent her.
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Katherine’s Professional Identity
Across all three interviews, Katherine continuously speaks of her professional identity as
grounded in two main facets; student-centeredness and her expertise in using data to drive her
planning and instruction. Katherine uses her storyboard to present her professional journey as a
metaphor of growth from a seed to a flowering plant. She uses the plant metaphor to share her
professional story as well as explain how she learned to be student-centered and data-cated.
“From the naked seed to the blooming flowers and with all the struggles in
between.” Katherine constructs her professional identity through experience or a sense of
expertise through a growth mindset. In the first interview, Katherine states that she knew being a
teacher was “innate” but the leading factor that contributed to her professional identity was her
“eagerness to understand and know more.” In interview three, Katherine metaphorically
explains the difficulty of her professional journey through the life cycle of a plant.
When I thought about what my journey was as a teacher, I thought about a plant. When I
started, the picture at the top is just a bare seed. It's not even in the soil…. As a brandnew teacher, you don't know what kind of teacher you’re going to be, and you're not
really in the soil yet. You just kind of laying on top of it, begging for somebody to dig a
hole for you, and plant you, and cover you up and protect you. So, as I go through I think
about finally being planted: getting a job, getting established, having your own
classroom. And then people started watering me, and first they started watering me a little
bit at a time, holding onto me, not letting me fall, making sure I'm okay, and as the years
pass and you grow, one or two things are going to happen. Either you're going to be
watered just enough. Or you’re going to be over-watered. In my first place of being an
educator. I was over-watered…not over-supported but weighed down. I think people
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assume because you're a new educator that you don't have those skills, but I think some
of us have that innate ability to reach kids, to teach. I’m a teacher. I never lose that
identity. Sometimes to my detriment. I live and eat and breathe what I do. It’s that
important
Katherine shares that her over-watering came from an administrator who offered very little
support for her development but instead created personal conflict.
I was kind of done with that situation. The principal knew me from when I was younger,
and actually my first teaching experience, he came and sat at my desk, put his feet on my
desk, and said, “Hey, parents this is a first-year teacher.” It broke me because I felt very
disrespected, but I stayed there because my job wasn't done there.
Despite feeling “broken,” Katherine transitioned to a school that just opened. Though she
felt damaged, Katherine realized that her determination to grow and learn from mistakes was an
asset in this new school. The principal that hired her is the one who she represents with the
image of a hand giving nutrients.
I went there broken. See how the weeds have tangled up the plant? That kind of
represents where I was, but I had made myself a promise not to quit yet because it's all
about the kids…. I had to unwind the weeds…. I reached out to grow. I didn't allow
somebody to cut my stem off anymore. So, this is my representation of my growth at that
school; reaching out, growing, going, not listening to those people that say you can't…. I
was back to the hand again, but this time I wasn't being fed water. Water is clear and has
no nutrients, but this time I was being fed plant food. And it made a difference. But if I'd
have stayed here, [first school] this would have never happened—especially my
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leadership endorsement because it was here [with influential principal] that I was told
“You need to go for that. This is your potential.” I value what I learned from her.
Once that principal retired, Katherine relocated to the state in which she currently resides to join
a previous colleague at a middle school. She moved to take a leadership role but when that was
not available, she offered to teach writing, an identified gap in the school’s performance data.
After several successful teaching years demonstrating writing growth as well as coaching other
teachers, the school administration recognized her expertise and leadership and recommended
that she be a dean of students. In interview three, Katherine shares this role change and her
upcoming move back to her home state to be a director of curriculum and instruction. She
returns to the plant metaphor.
I went back in where I was familiar—the classroom. So here, I’m academic coaching;
I’m also feeding people. Because of that, I was awarded with Teacher of the Year; I was
awarded with Dean of Scholars, but at the end, I’ve learned I’m still blooming as the new
Director of Curriculum and Instruction—from the naked seed to the blooming flowers
and with all the struggles in between.”
“I looked at a holistic view of my kids.” While Katherine perceives her professional
identity as innate but subject to environmental growth and development, she also centers every
conversation, motivation, and decision on “what’s best for kids.” For Katherine, her identity as a
professional teacher cannot exist apart from her drive to “make a difference” for children and
essentially her community, an act she sees as “servant leadership.” Across the three interviews,
she refers to children as “students,” “scholars,” “my babies,” “my children,” and other terms that
reflect a deep connection to those whom she teaches.
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I believe in servant leadership, and I believe you're a servant of the children, servant of
the community, and servant of the teachers. I’m just [Katherine]. Every single thing that
I've ever done in my 48 years, it encompasses the kid who was reading at age three. It
encompasses the kid who was abused by her stepfather and it encompasses the kid who
never had a relationship with her mother. It encompasses the kid who grew up and
graduated at 16 and taking college classes at 16 years old. It comes with the new teacher
who's been broken and scarred and blooming. It encompasses me as wife and a mother of
thousands of children who I didn't birth. It’s as simple as that…. I don’t call them my
[students]; I call them my babies; they’re my children, and I tell parents their mine when
they are here. We will communicate but I’m going to treat them like I birthed them.
Katherine shares that even with a student-centered perspective, she still had to work to develop
her understanding of student relationships. She attributes most of her relationship growth to the
leader who wielded her potential “I learned even more about building relationships because she
valued that. She would push this meeting where teams were talking about children: not the good
or the bad, just talking about children.”
Katherine also shares that under the leadership of this principal, she also materialized her
professional “why.” For Katherine, her professional identity is entrenched in the lives and futures
of her students, even more so after she learns to see her students beyond their academic needs.
You have to understand literally the whole child, not just the academic piece but also that
behavior piece. [That means] seeing the kids beyond little people sitting in my classroom,
having a heart, having heartbreaking stories told to you. You start little by little
understanding that the job you're doing is bigger than a curriculum you're doing. It’s

83

much bigger. We wear those multiple hats. You really have to understand the why. It’s
not about me. It's not about that sage on the stage. It’s about these kids.
Katherine’s perception of students at the center of her professional identity moves into a
space of social justice for her. She leads more with whom she teaches, rather than what she
teaches. Katherine credits her student-centered beliefs to why she remains in the profession and
who she is as a professional.
It’s these kids. If you don't have a love for children, get out of my profession. If you're
here for glory and awards get out of my profession. You’ve got to be here for these babies
no matter what they bring to you! I take this home with me every night, and I have
sleepless nights wondering about if this baby is going to be alright because I know how
his home life is. If the first thing you don't think about the mornings is your scholars, and
if the last thing you don't think about in the afternoon is your scholars, you might need to
re-think because they're always going to be on your mind if you have a love of those kids.
That’s my why.
As Katherine continues to explain her “why,” she further aligns her professional identity with a
focus on education as a tool for equity. She states, “I am in education because it's the one thing
no one can take away from you. I want to ensure that level playing field as much as I possibly
can.” She shares the moment that this became a permanent facet of her identity: “I stopped
hearing what others thought my children needed and owned what I knew my children needed.”
Even at the expense of conflict with school leaders or other teachers, Katherine continued to do
what she believes is best for students. She shares that this has nothing to do with her own
personal gain, reward, or even compensation but returns the focus to seeing students’ needs
holistically and with a growth mindset.
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It’s all about these kids; it has nothing to do with me. You give me every accolade in the
book. I’ve got them there in a dusty room somewhere in my house, but these children are
living, breathing human beings that we’re going to grow and make a difference in the
world. And if I can make a small difference because I looked at a child holistically, then
I’ve done my job.
“I put my fingers in it.” (data-cated) At the beginning of interview one, Katherine
speaks directly to another critical facet of her professional identity. “I’ve always said that part of
my identity is that if I’m going to go to do a job, I’m going to stay there until the job is done.”
When asked what tells her the job is done, Katherine firmly answers, “my data!” For Katherine,
her student data is equivalent to her success and expertise as a professional. She states, “I’ve got
a proven track record with my data. I know I can talk to you about what I’m doing.” Katherine
explains her track record:
I kind of feel when my job is done. I've also traveled with another friend, but we fixed
schools. We went to a Title I school in [anonymous] that was going to be replaced by the
state and in three years we grew them from 33% —because I'm a writing teacher—from
33 % passing the state tests to 95 % passing the state test. That's how I know my job was
done, and it was time for me to move on.
Katherine shares that she moved from her home state to where she is working now and is
still demonstrating her track record with her current students.
I started off in sixth grade mid-year because my classroom is just very clear because of
the culture I build. Then I was asked to move to fix the seventh grad. I moved to seventh
grade, built that team, built the capacity in those teachers. Seventh grade got in line.
Because of my success with seventh grade. I was then asked to loop with those seventh-
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grade kids to eighth grade. My scores are still top. Kids still excelling because you know
good teaching is good teaching. Writing scores are still going up. We've been a level-5
school for two years, but level-5 in achievement. That’s a big difference. Last year we
were a level-5 in achievement and growth. So that's a huge thing for us. It will be two
years in a row for our writing scores, our English scores for eighth grade where I’ve been
for a majority of this time.
Katherine shares that her refined understanding of how to use data came from that one principal
who developed her capacity.
She would push this meeting were teams were talking about children. Now the good or
the bad, just talking about children. She would pull data. This is the first time data had
really made a big jump in my career—understanding how to read the data, understanding
how to differentiate based on the data, station teaching—the big buzz words used at the
time…. So just seeing that happen kind of had me thinking above looking at a test, one
score, one day, one thing; but holistically looking at that kid and knowing as much data
information I can. It let me know how to talk to parents…When you know that, the
number, it still means something; that test score on that day means something but seeing
it through different eyes…. She cared about those kids and they knew that.
In the same interview, Katherine shares how that principal’s actions helped Katherine to connect
her learning about data to how she applied it in the classroom. Katherine proudly says, “I put my
fingers in it,” and then explains what she means. “You get your feet wet. You keep going on. The
most significant thing is that I understand the purpose of looking at data and I'm going to
continue to say this. I have to know where my kids are to get them where they need to be. And
it's not just numbers.”
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Katherine does not see her professional identity apart from her expertise to use data
holistically. In interview two, she shares her challenge with the current “desperation for test
scores” instead of a focus on the whole child. She recognizes that this is caused by the impact
standardized testing has on teacher evaluation, but she believes that is a very small part of her
data-driven instruction.
Every teacher in the world can’t say, “I’m not worried about the test.” Yes, you are. That
is one aspect of it. But I think sometimes we're looking at the wrong data or not enough
data. .Because when I say data-driven instruction, everybody's always thinking a test
score. Holistically, that doesn't define a kid. That defines a kid on that day and that
moment. It’s looking at a breadth of information on these kids over time—over exit
tickets, over behavior, over troubles at home.
After sharing her professional narrative in interview one, Katherine reveals when she
feels the most professional, a response that supports the data-cated facet of her professional
identity. When asked when she feels the most professional, Katherine assertively responds:
When I reach that kid. And when I say that kid, it could be taking that kid as a 99
percentile and moving them a point. It can be taking that kid that people say is
unteachable and sitting down one-on-one and taking the time. I feel the most professional
when I'm in the business of the work with the kid, and you're seeing those proven results
Growth is growth 1 point, 10 points. I don't care. That's when I feel the most professional.
Identity and Planning
When asked to bring a lesson plan to interview two, Katherine chuckles and says, “My
lessons are anywhere from 20 to 25 pages. I’m extremely extra when it comes to plans.” As she
talks through her plan, it becomes clear that her student-centered beliefs and her holistic
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approach to student-performance data are what make her plans “extra” and reflect her
professional identity.
“I look at it through the scholars’ eyes.” Interview two begins with an open space for
Katherine to share how her lesson plan reflects her professionally. She brings two plans to the
interview instead of one and explains how both represent her professional identity.
I wanted you to see a rich thinking of back-to-back plans—how I plan for one activity
and look at my data—how my next plan was driven by what the kids did on the first
week, and I wanted you to see earlier in the school year ummm- (pause) and just how I
think through plans…. I look at it through the scholars’ eyes. So I'm evaluating a couple
things. I'm evaluating the rigor—knowing what I know about my kids. I'm evaluating the
thinking they're going to have to do. If I can get you to that bar, that defendable bar of
excellence, through making you think and making you grow, then I’ve done what I need
to do.
Katherine not only sees planning as an extension of her invested relationship with students but
also as the way of ensuring students are learning what they should by viewing the lesson from
their perspective. As she explains this further, she flips to the last few pages of one lesson plan
and points to a table of student names.
I'm really thinking about the individual kid, and that’s what takes so much time. That's
what makes it in my professionalism. You don't see a lot of teachers take the time to list
the kids they’re going to see. I'm thinking about each individual, 157 kids that I see
every day. You don't have teachers that take the time to go and conference with every
single kid. I touched every single kid as much as I could every week to make sure…
THAT is why this reflects my profession; it’s because of the kids. You've got to know
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that kid individually and build that strong relationship. It's not about me making this
beautiful lesson plan. This is trash unless it's developing the kids.
Katherine’s explanation of looking at it “through the scholars’ eyes” also applies to the
instructional approach she takes in her classroom. While walking through her lesson plan in
interview two, Katherine calls out multiple points where her students were more successful
because she centers her plans on their needs regardless of labels.
So, this was a writing activity. We were looking at delineating and evaluating arguments.
When I start—like I do all my plans—I figure out planning with the end in mind. So I
have a road map. And teachers all have all different ways they do this, but I definitely
look at where I want my kids to be and how I can plan to get them successfully there no
matter what difficulties or what specialties or labeling they have.
Katherine believes that helping all students regardless of difficulties is about scaffolding for
those students. Across all three interviews she repeats the statement, “I don’t rescue; I scaffold.”
She uses this statement to reference her planning, instruction, and even the way she address
character building in her classroom.
I don't “rescue;” I scaffold…. Scaffolding builds capacity. Rescuing builds dependence.
We don't need to rescue a kid because that kid needs to learn perseverance. I will scaffold
for that kid…. I'm not hen feeding you. This is now. I'm letting you struggle because
that's going to build character, and it's going to let me see what you truly need. Versus
spoon-feeding; that’s rescuing. Spoon-feeding is rescuing. Scaffolding—it’s productive
struggle and then taking them [students] up.
For Katherine, scaffolding is represented not only in how she plans but also how she sees
her instructional responsibility to the whole child. Katherine mentions multiple times that she

89

also considers the physical and emotional needs of her students which she asserts must come
before any of her instructional planning can be effective.
I can make it a little bit easier for them. That makes me a professional. I care. I love. I
tell my kids three things. “You are always known, and you're always valued, and I
promise to educate you to the best of my ability.” There’s power in those words. Because
some kids only come to get love to school or to eat that lunch or go play PE. They don't
come to read and write and do social studies, but you have to know that about that kid,
and then you have to work with them. I mean people come into teaching thinking it's one
thing; and then, when you're in it—like not ankle-deep, you're knee-deep in it—it’s
something totally different because you can’t teach that standard until Johnny's eaten his
crackers. That standard means nothing if you didn't have dinner last night, or your dad's a
drug addict or he just got put in prison, or you're not safe.
While Katherine recognizes the value of an education, she emphasizes more than once in
interview two and three that her role as a student-centered educator goes beyond planning and
delivering lessons. Her planning becomes an act of empathy as she looks “through the scholars’
eyes” to address their diverse needs.
“I live my data-driven instruction.” Katherine feels so strongly about this process of
focusing on students at the center of her planning that she sees it as synonymous with using data
to drive her instruction. “I tell teachers all the time, ‘You got to teach the kids you have in your
classrooms, not the ones you wish you had in your classrooms.’ And that's means knowing that
data and showing that data in your lesson plans.” Katherine’s value on data is an extension of her
professional expertise. She utilizes student performance data to explain how she gets “the job
done” at each school. Katherine shares several examples of student data success across her
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career. She emphasizes that a data-driven focus is something that she lives rather than does. She
attributes this to careful analysis and professional self-reflection.
“I used to look at my data to drive my instruction. A lot of people give mouth time to the
term data-driven instruction. I live my data driven instruction. I’ve got notebooks full of
student data and it's not just a notebook because “Hey! I had to have a data notebook.” I
didn't. This is something that I chose to do because I knew it made a difference. So, my
process here was “let me see where the curriculum is, okay. Let me see what's going on.”
Looking at some data, I know I need them to do X, so backward thinking. So this is my
end goal. I had binders with all my lesson plans in it, and a reflection on what went on:
“804 did not get this. 802—we’re ready to move on; 801 doesn't even need this last
lesson—push forward.” So if I'm going to spend how many pages? 42 pages and hours of
my time, it's a living, breathing document that can and will change! Of course, I would
email my admin and say “hey, I need to change this. This is the data behind why I need to
change it.” And they were respectful of that.
She also uses data for intentional student grouping and conferencing which are reflected in her
lesson plan. She does this for all students to ensure that those who need more support receive it.
If you go through my lessons, you'll see that on Wednesdays I have a step back moment
with kids and I have three groups. I have my teacher led group—those are my kids who
need a lot of attention automatically. Then I have a collab group. Then a technology
station. You can look at the end of my lesson plans. You'll see what I did at my teacher
station, the approaching station, the efficient station, advanced station. So if my
administrators are wondering what I'm doing, these aren’t all necessarily kids with IEPs,
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these are kids that I looked at my first week lesson plan and said, “Yes, something's
amiss there” But I can talk to them individually first.
Katherine recognizes that for her instructional planning to be as effective as it is now, she still
had to learn how to look at data especially beyond the typical attention to standardized test
scores. Katherine’s influential principal pushed her to ask two questions: “What do those
numbers mean to you? What does that number mean to that kid?” This impact and her drive for
data-cation is what she credits with being able to reach students.
You're sitting in front of a group of 30 kids going, “Okay…” Then you get your feet wet.
You keep going on. The most significant thing is that I understand the purpose of looking
at data, and I'm going to continue to say this. I have to know where my kids are to get
them where they need to be. It's not just numbers. They can take a standardized test and I
can look at that. It's going to tell me something. It’s a spontaneous snapshot of that day,
that kid; they could have had a bad day, a bad night. But if I continually look at my data,
my writing conferences with the kids—that’s what's changed. When I realized that there's
value in talking to these kids and looking at their work side by side and looking at that
data along with all the other things they give you, that's what changed.
Katherine’s Identity and Common Core Reform
In interview three, Katherine provides more in-depth insight on the effect education
reform has had on her professional identity. Katherine credits NCLB as the initial catalyst for
her development in using data to drive student success, but eventually Common Core reform
challenges her professional identity. While Katherine declares that “No reform has ever caused
me to think about moving to a school or moving from a school,” her data reveals that the shift to
Common Core has implicit effects on her professional identity through enforced scripted
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curriculum and data-focused assessment practices as well as influenced her decision to move into
school leadership.
“I’m kind of happy that I got out of the classroom.” Between interview two and three,
Katherine moved into a leadership position at her current school but will soon return to her home
state to become a director of curriculum and instruction. While Katherine admits she has always
desired to move into leadership, the weight of recent reform changes encouraged her to make
that move:
I think if you have never been a reflective teacher then Common Core was difficult for
you. I mean Common Core was difficult for admin to understand. Here's what I see
happening with the Common Core reform. We're going to push all this stuff out here with
new standards. We're going to randomly say the student will explain blah, blah, blah,
blah. But how are we going to support that? If a kid has never had to analyze before and
all of a sudden we're throwing out these new science standards, these new social
standards, these new language arts standards...
Later in interview three, she also begins explaining her caution with Common Core by first
expressing that a more rigorous approach to education is important for teachers:
The level of accountability is totally different. The level of rigor has changed. You
[teachers] push to the nth degree. You need to be on your game to understand what
you're doing when you're in for those kids…. It is push and that accountability of data.
That's how curriculum has changed. It’s pushed teachers. They struggle. Even teachers
who have been there 10 to 12 years with these new things, it’s tough! I‘m kind of happy
that I got out of the classroom. I mean, it is honestly tough. And the annotations and
demands and the heavy lift because now it's all about defending the bar of rigor, and if
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you don't know what rigor looks like and sounds like, and you don't understand your
standards, how could you defend that bar? Then you're doing disservice to the kids.
In interview three, Katherine points to the scripted curriculum changes brought on by
Common Core reform as a challenge to her professional expertise and empowerment particularly
around what she knows is best for her students. This forced professionals like herself to make
decisions that may be contrary to administration or policy.
We don’t feel empowered. These new curriculums are so scripted. And so five minutes of
“do this, say this, do this, say this” then they're losing the thought of “I'm a trusted
educated college graduate. I went to school to do this. I know what's best for my children,
but you're not allowing me to do what I know is best for my children.” So I think that's
the fault with these scripted curriculums that we have now. For first year teachers, you
might need that but if you've been teaching 10, 12, 13 years—I’ve got a proven track
record with my data. I know I can talk to you about what I’m doing. That needs to go a
little bit of the way… A lot of us teachers these days say “I’m going to listen to the
admin. I’m going to shake my head during the meeting. When my doors are closed, I'm
going to do what's good for my kids.”
While Katherine’s professional identity is deeply situated in her drive to address her students’
needs holistically, she feels that the policy makers and educational leaders driving reform
changes overlook these which places her in a space of conflict and resistance.
What about my homeless child? What about my child who hasn’t eaten for a day and a
half. What about my child whose mother works three jobs? You're not looking at those
children. Come sit in my Title I school. Watch my child sit in a dirty shirt, begging me
for food because he can't concentrate until I feed him those crackers. Then look at my
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bank account and see how many times I've gotten dry cleaning for kids or how many
times I’ve bought foods for kids. Talk to me about those kids, and when you can promise
me that those kids will not be left behind, then I'll listen to your policies. But until then
I'm going to close my door. I'm going do a lot right for the children in my room. I can go
home and sleep at night because I did right by that child.
She connects the issue with scripted curriculum as a confrontation of her own professional
identity but then reconnects it to the broader impact on teacher retention and professionalism.
Am I saying scripted curriculums are the worst things ever? I'm not, but you're taking
away what I went to college for. You're taking away my personality. The further we go
into these box curriculums, these scripted curriculums—it might work for Lucy, but it's
not going to work for Johnny. But what do I do? I think many teachers walk in those
classrooms every day going. “I don't know how to do...,” and they are afraid to ask
because they're going to be seen as less than. I fear that we're going to have empty
classrooms filled with people whose passion is not this job, whose passion is a paycheck
and we're going to go back to that “open-chapter-3-read-the-questions-about-the-book”
cycle again, because that's the easiest thing to do. When you're in trauma, and you feel
less than, you're surviving. We don't want to survive; you want to thrive. How do we get
teachers in thriving mode and out of survival mode?
“I need you to have a ten percent increase.” While addressing the issues compounded
by the forced use of scripted curriculum, Katherine also divulges that her holistic approach to
data has also created tension for her professionally in this recent wave of reform. While
Katherine learns to view data holistically, she asserts that NCLB over placed emphasis on test
scores for school evaluation and funding. She says, “When your school was now going to be
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funded by this, your staff individually judged by test scores, then it became less of the idea of
growing critical thinkers. It became the idea of growing bubble keepers. You taught the test, and
people still teach the test. Katherine then explains the compounded impact of Common Core
reforms that increased data pressures and professional conflicts.
It changed all the testing issues. Last year's social studies test here in [state name
removed] was more writing than it was before. But this year is going to be all multiple
choice. The teacher goes “Ah, crap! I have my lesson plans. They're vetted. The kids did
great. Oh, you're giving the other stuff. Okay. Hold on. Scrap all that.” I think the stress
of all this has an impact because you know you’re told as a teacher if you don't have X
amount of increase, they might not invite you back. We hear every morning during
morning meeting, “I need you to have a ten percent increase.”
Katherine feels her professional identity is now dichotomous as she continuously has to
question and pushback on the decisions of leadership because it confronts and restricts her
expertise; however, she is also moving toward school leadership and knows that, for job security
and professional growth, she will have to affirm and perpetuate these same decisions and
possibly remain in a state of conflict. For Katherine, these decisions do not meet the needs of all
her students nor are they grounded in educational research or even ethics. She says the required
ten percent increase is “just a number they pulled out of their butt.” She laughs sarcastically and
says with frustration, “We’re told, ‘You need 50 kids to pass [the state test] to make this score.’
So don’t worry about the other hundred, right? ‘No, just that 50. I want you to grow those 50
kids.’”
Later in the interview, Katherine expresses further that Common Core was intended to
build critical thinkers through changes in curriculum and assessment, but it failed to address the
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already existing chasm between the two which has increased anxiety about testing and caused
too many abrupt changes. Though she can see this in her daily work, it creates conflict in her
professional self and decision making.
I think people got lost trying to figure out how to how to make those scores. So again,
we're watering down, we’re throwing things at the board, right? We're throwing spaghetti
to see if it's done. It's just falling off the walls. “Let's try this digital content. Oh, no, that
didn't work. Now, let's try this. Oh, no, that didn't work.” So constant chance to change.
We're told by the powers that be—not necessarily school-based that “data proves…” Not
data with my kids! Is that right? Data proves that this is a great curriculum? What about
my fragile children? What about my children who do have not lights at home? I think
we’ve taken the kids out of it, and now someone, somewhere says this will work for
everybody. Who knows my kids? The person in front of them every day or a person
sitting in an office in New York?
Across all three interviews Katherine continuously brings students and holistic data back to the
center of her identity, but Common Core has limited her capacity to enact her professional
identity at various degrees. She identifies the gap between those who make the decisions in
education and those who have to bear the implications of those decisions, and she does not see
the possibility of much improvement until all entities “work together.” However, she says she is
“discouraged” because that is not the current state of teacher professionalism. In interview three
she simply says, “Trust us as professionals” and then explains what she means returning to her
plant metaphor.
I often find myself getting very discouraged at how most teachers don't feel that
professionalism. At what point do we take these group of brilliant people who have
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master's degrees and treat them as someone who has an MBA—true professionals. Let
them make decisions: give them food, give them water, give them safety. Let them
flourish; let them fall but build them back up. We are professionals. We went to college
for a long time to do what we do. But we are treated differently and given this scripted
curriculum. We are treated so and given this evaluation. We are treated so and given this
negativity. “If you don't do X, Y will happen.” Who does that except for our profession?
Peaches’ Story: An Altruistic Self-sabotaging Social Justice Educator
Resonant Quote
I teach because there's nothing like watching kids, even adults, learn something new and
knowing that you played a small role in helping them get there. That is empowering
because I truly believe what Nelson Mandela said, which is “Education is the most
powerful weapon you can use to change your world,” and I truly feel that together we
can actually make a difference.
Introduction
Peaches is a mid-30s, bi-racial woman of Cuban and African American descent. Her
professional education began after exploring several other job options including the corporate
world. She is a single mother who sees her career as an educator through the lens of empowering
others just like she empowers her own daughter. Her career spans over ten years in the
classroom but has recently shifted to pursuing her doctorate degree and teaching in higher
education.
Peaches has taught middle and high school English Language Arts and electives such as
writing and forensics. Across all three interviews, she reveals a passion for using her life energy
and career for social justice purposes. She is driven to help others as well as continue learning to
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be a better version of herself and better serve her community. Peaches has a bachelor’s degree in
psychology and a master’s degree in teaching.
Between the second and third interview, Peaches left the classroom to pursue her
doctorate and explore teaching in higher education. While she shares that education is her lifelong passion, conflicts between her work environment and her emotional health led to her
decision to make a career shift away from the K-12 classroom but remain very close to
education.
Peaches’ Professional Identity
Based on the data from all three interviews, Peaches views her professional identity
through two leading facets which she sees as intersected: continual validation of personal value
and a life-long pursuit of social justice. However, she presents validation of self though a
paradox of self-value and self-sabotage when addressing her professional identity. At the
beginning of interview three, Peaches opens with an explanation for choosing to do a digital
slideshow as her storyboard instead of using the provided poster board. In a voice that is slightly
apologetic but with little room for objection, she states “I wanted to do something that was a
little bit more me.” In this, she embodies her self-proclaimed characteristic of being an
explorative risk taker and demonstrating her personal creativity while still trying to meet enough
of the criteria to be accepted, a pattern that Peaches labels as “self-sabotage” in interview one. In
this section, I will first address Peaches’ professional journey of self-validation and then
demonstrate her belief that her professional choice is an extension of her pursuit of social justice
through education. In alignment with previous participants, any words or phrases that are
displayed on her storyboard will be typed in bold.
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“Explorative hopeful; later broken.” In interview one and as Peaches shares her
storyboard in interview three, Peaches shares that her professional identity is inseparable from
her personal self because she describes herself as “altruistic.” The main segments of her
professional journey are deeply connected to her embodiment of this personal value in her
career. On her storyboard, she labels her early career path explorative hopeful because she
volunteered as a tutor and worked in several fields including corporate positions before
discovering her purpose in education. Though Peaches was passionate about tutoring, she
wanted to make better money. She pursued a psychology degree and became a school counselor.
What I realized was that the students were struggling to communicate with me. They
couldn't fill out a resume. They couldn't communicate with me or even read some of the
questions that I was asking them in some of their intake sessions when I would go around
to their different schools. Because of that I ended up enrolling into a master's in teaching
to become an educator, combining not only my passion to help and be altruistic, but also
that passion of tutoring. It took a lot of exploring, a lot of different things, a lot of
different exposures to find out that education is where my heart truly lies.
Peaches views her altruistic self and her professional identity as a singular pursuit of purpose.
She says, “My why has always been the learner. It's never been about me.”
Peaches began her first year of teaching as an interim ELA teacher but endured three
years of transition due to continuous surpluses and contract renewals. After the third year, she
was served a pink slip and cut from the district only to be rehired shortly after and given a school
placement. Peaches reported to her new assignment only to fold t-shirts in the office, scan in late
students, and send out truancy letters. Frustrated and feeling broken, Peaches stayed at the
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school because of “job security and fear.” She explains her mix of feelings about her emotional
state and choice in career:
My affect was really low, and I felt a little unmotivated, but I knew that I still had a check
and I had a child to take care of. That was critical to me. I knew that the system had its
faults… [My administrators] tried their best to keep everything consistent. I felt a little bit
better but there were moments where I was like, “Really? I’m coming in here to sort tshirt sizes and fold them.” It was a little demeaning, but to be honest with you, when
you’re in the education field, even the janitors play a role in a child’s life. So that’s what I
had to keep in mind.
Trying to regain hope and value, Peaches decided to visit a small job fair and was hired to teach
at a new middle school that would be the exemplary Common Core model for the district.
Though this was her fifth year labeled as a teacher, Peaches says in interview one, “That was a
proud moment for me because I finally had a real job, and I am still here today at that same
school because of that experience.”
As she began to teach ELA courses, her hiring principal recognized Peaches’ value.
Peaches says, “I was actually able to design my own curriculum at that particular time, and the
principal was supportive and motivating.” While Peaches hoped she could finally embrace her
teaching role, she instead describes her time at this school with words on her storyboard such as
low-morale, unhappy, and exhaustion. She shares that she poured her energy into her lessons
and her students and began to see their growth. For her, this was an altruistic act of giving of
self; however, over time, the administrators or coworkers did not value or utilize her gift of self.
However, she stayed because of her why, an act that she calls self-sabotage.
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Now the morale has gone completely down, and there are times when I dread going to
work. I get excited about the majority of my lessons, but there are days when I’m just like
I don’t even want to teach this content. They’re not going to really need to know this in
real life, but it’s a part of the curriculum that I have do. And if they [administration] come
into my classroom doing observations they need to know that I’m on track. I have so
many skills, and so much passion, and so much to give to my students, to my field, to my
colleagues, but those skills aren’t used, so I felt like I started to embark, like towards the
end. I felt like I was maybe self-sabotaging.
Between interview two and three, Peaches left the K-12 classroom to pursue her
doctorate and teach in higher education. Her reason for this change will be further explained in
subsequent sections, however, when asked why she remained in the education profession despite
the challenges, Peaches returns to her altruistic why, which is a “focus on the kids” even when
she is broken:
I always have to come back to my why. My why has always been, “Okay you once
wanted to be a counselor because you wanted to help people. And you still had that goal
when you went into your Master of Teaching program. You wanted to do that in the
process of where you help them learn some things and give back.” That process is
reciprocal. I decided that I would make the transition out of the K-12 world, but I am still
an educator. I will still continue teaching but more so on the higher ed level and actually
use my experience to help future educators and counselors.
“Education is the most powerful weapon.” On slide three of her storyboard, Peaches
adds the following phrase from Nelson Mandela: “Education is the most powerful weapon we
can use to change the world.” While not only connecting to her initial description of herself as
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a personal and professional altruist, this statement also reveals Peaches’ belief that her role as an
educator is being an advocate for social justice. Across each interview, the theme of social
justice emerges as Peaches discusses her professional identity, lesson planning, and even her
decision to pursue a higher education degree. In interview three, Peaches first describes her role
as a teacher through the lens of advocacy and impacting society. She says, “
We're not just teachers. We are managers of the world's greatest. We are literally the
foundation for every career path that there is. We can truly make a difference if we reflect
on history and actually learn from it. Because we're not moving forward if we're not
giving back. I am an awakener. I personally chose teaching because it allows me to plant
little seeds in the lives of my students, water them, nurture them, watch them grow. Let
them be awakened. Then, we just continue to make life out of the things that we give, the
things that we grow, the things that we develop, counsel, advise, and so on and so forth.
Later in the interview, Peaches talks about her professional identity as platform for making a
difference. She expands her explanation of her work outside of the context of the classroom and
says that “I’m going to continue to be a life-long learner…to give back to my community and
continue to educate youth not only inside of a classroom but within my community.”
To further explain her connection of identity to social justice, Peaches mentions being a
mother at least once in each interview. This aspect sets Peaches apart from other participants
because she sees her impact on generations starting with her responsibility to teach in her home.
She mentions in interview one that having a daughter first kept her motivated to stay for job
security but eventually as a generational change agent.
I have a daughter now, and, lord knows, I'm not thinking about grandkids immediately,
but eventually, it'll happen. And I'll continue with my big heart, with my reflective
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practices, and give back to her and future generations. I'm making sure that I instill in her
some things and some life lessons that are important.
Peaches expands her view of her professional identity to a broader social and even global
responsibility multiple times in the interviews. In interview three, she references social justice
and inequity as connected to education and expands it to a global scale where she believes other
countries are more vocal in dealing with social and political injustices. This also connects to her
value of culturally relevant instruction.
We need to learn from other nations doing this stuff. They're talking about it. They're
stepping outside of their classrooms going into an Atrium or into an Amphitheater and
having these conversations and bring these things to life and it's not just happening in
academia. They're doing it in elementary and secondary classes. They're doing it in
everyday life. They're having the conversations at the dinner table with their parents. And
yes, that can happen, but come on now, it is very slated. We need to make sure that we
teach the whole child and give them exposure and experience to different things, having
them ask questions, listening to the questions that they have encouraging them to take
risks.
While most of her reflections on her role in social justice are motivational, the brokenness she
experiences also pushed her into a space of entering higher education as a way to advocate for
better teacher support as well as validate the innovation and creative ideas that she feels were
undervalued while she was in the classroom.
Peaches’ Identity and Planning
During interview two, Peaches shares a lesson that she feels reflects her professional
identity. As she talks through that lesson as well as her approach to planning, the two facets of
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her identity discussed above also emerged in her planning. The data reveals that Peaches sees
her planning as an extension of her personal and professional self. If she has autonomy to plan
and that planning is valued, then she feels that same value of self. While she spoke about the
content of her lessons as well as restrictions that she feels are placed on what she plans, her focus
on social justice also emerges in her planning.
“I added pieces within it that truly represent me.” In her early career, Peaches mostly
subbed or filled interim positions. Once she finally moved into her own classroom, Peaches
shares that initially she could design her own curriculum for many of the classes she taught
which was empowering for her. Peaches explains, “I have a pretty colorful, vivacious
personality, and I try to be as creative as possible.” These are qualities that extend to her lesson
plans, and for Peaches, being creative means trying new things that she thinks may be best for
her students. She turns the attention to the lesson plan she brought to the interview and uses it to
share some of these innovative ideas. For example, she started her lessons off with something
that will spark her students’ interest. “I implement my hook, which is like me personally, and
then also since we're on the “I do, we do, you do,” I also included my own step in between which
is a “they do” and that is me giving them that extra emphasis on practice.”
Peaches places value on being able to make those personal touches to her lessons
especially when it benefited the needs of her students. “I mean, honestly, there hasn't been a day
that I haven't taken something home. I end up having to do that, and that's because I'm also
trying to pull in additional things that are going to help all of my students, not just the general
education students.” As she continues to describe how the lesson reflects her, she also reveals
that the flexibility she had in planning earlier in her career is now limited, especially in pacing.
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While the lesson she shared contains some pieces of herself, it also shows that she is mandated to
follow strict pacing guidelines and curriculum.
When I think about this particular lesson, I think that I added pieces within it that truly
represent me in the best interest of my students. But I still feel as though I'm placed in a
small little box by having to teach it at this particular time with these particular resources
with this particular story, and so with that in mind, you can kind of say I am a little bit of
a risk taker.
By describing herself as a “risk taker,” Peaches indicates that a loss in planning flexibility
means that she has to take professional risks to be able to add her own personality to her lessons
as well as determine the content to be taught. One of those risks is using more culturally
engaging material in her classes, especially when may reflect her own culture. To demonstrate
this risk, she shares a short narrative of a time her school administrators observed her using a
culturally engaging hook to her lesson and they questioned her particularly in pacing:
I used something that was more near and dear to my students, and it was like a little rap.
It had like different vocabulary that they were going to be learning. To be honest, I was
questioned about why I used that because it was two minutes. I felt like two minutes was
sufficient because bell work is supposed to be five minutes.
Peaches is questioned by her administrators for that decision and told that she was wasting class
time. Instead, Peaches felt that it was a form of scaffolding and contributed to better
understanding for her students. She explains why she thinks that she was challenged on what she
plans in her lessons. “I just think that because a lot of the things that I do is a little bit more new
age. It's going to include a little bit more technology, a little bit more 21st century.”
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Peaches feels that some people may see this as an issue about pacing, but for her this is
more a question of her professional judgement and her ability to bring her own personality and
expertise into the classroom.
I feel the least professional when I'm completely undervalued and unappreciated by
anyone that's higher up to me whether that be an administrator or someone from the
district. Anytime I'm micromanaged to the point where my experience, my expertise, my
own knowledge of what it is that I'm doing; its kind of stifled or boxed. I don't work well
like that. I can't even function mentally like that. So, I definitely don't feel that I'm being
treated even as a professional.
“I’ve always held true to teaching the whole of the child.” Peaches’ planning is an
extension of her identity as a social justice advocate. She believes that the content of her
planning as well as the ways that she plans to meet the needs of all her students is the
manifestation of her social justice platform. Because she feels “stifled’ or sometimes “placed in a
box” by the curriculum or policy mandates, Peaches’ use of individualized teaching methods and
culturally relevant content is her advocacy. “Coming from the counseling background that I had
into teaching and even where I am today, I always held true to teaching the whole child.”
In interview two, Peaches uses her lesson plan to explain her holistic approach to
teaching which means that she focuses on individualizing or differentiating her lessons based on
what her students need.
I chose this lesson plan because after seeing where I was “supposed to be” on pacing and
doing a preliminary assessment, I had to kind of manipulate this particular lesson. I
couldn't just teach it straight out the way the district wanted us to teach it. I literally had
to kind of get the kids to have some fun with it so that learning can be reinforced. Like
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we literally had to have hands-on, with them singing a song or doing a dance or doing
hand motions.
Peaches also took an innovative approach to how she individualized her gradebook, something
that her administration challenged but allowed after seeing the value:
Because I'm having to do so many different things to individualize their learning, I set my
gradebook up based on the standard. A lot of times. I do have some common
assignments. Say, for example, CCSS literacy standard 6.8 and that particular one is
related to it, maybe like citing evidence or something like that. So everybody has to be
able to master that skill. But the way that I give Susie that particular standard or that
particular assignment may be different than what I give to Bobby…. My students are
given choice. So again, when I talk about the individualized means of assessment for
particular standard, I also will give them choices when I'm creating centers.
Though Peaches says her administration still challenged her standards-based gradebook,
they let her continue because she indicates that, ironically, student choice and classroom culture
are where she receives the highest ratings on her teacher evaluations. She credits this strength to
trying to maintain flexibility and “whole child” teaching despite administrative restraints.
My classroom is flexible, which means that the way that I give assessments are going to
be flexible, which means that I'm actually getting more towards the thinking about the
child, the whole child. If I need to scrap my English lesson for the day and then guess
what? We're going to do that. So I not only think about my why as in the why of my
whole entire profession, but I also think about my why is in why did I get up today? Why
am I in this classroom today? Why are these kids in my classroom today?
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For Peaches, teaching the whole child also extends to ensuring that her students are taught
through culturally relevant content.
When I talk about the flexibility, I typically try to push back for culturally relevant
material for my students. And so when I build my lessons, even the one that I brought
today, the point is that I try to make sure that I include things that are going to be
culturally relevant to the students so that they are familiar with a variety of different
genres where they can actually maybe even physically put themselves or immerse
themselves into that particular story or poem or whatever it is.
Peaches feels that she must advocate for her students and defend her professional
decisions.
I'm trying to find a way to be able to do that because like I said, it's very strict and
strategic now, so it is not as flexible. But because I continuously push and I take that
initiative to back up everything, I definitely feel that when I'm advocating or when I'm
having to, in essence, defend a choice that I've had to make, then I'm making the best
professional judgment as it relates to the students that I have. Because of my persistence
and because a lot of the things that I may think of makes sense, not just for us but for the
students, like holistically, I push for those things, I advocate for those things and I back
it up with evidence, I back it up with data and then people are like, “Oh, yeah.” So not all
of my planning goes out of the window.
Reform and Peaches’ Professional Identity
As Peaches completes interview three, she indicates that Common Core did not directly
cause her brokenness nor was it the reason she leaves the K-12 classroom. However, the data
across all three interviews suggests Peaches’ personal need for value and purpose and her
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professional identity aligned to social justice are both challenged once the reform changes are
“dumped” on her by administration. This section will first explore how the systemic changes
through Common Core created dissonance with Peaches’ view of herself as a social justice
educator and then demonstrate how the conflicts with administration and their enactment of
reform changes led Peaches to a place of personal and professional brokenness and a shift in her
professional identity.
“That's part of my brokenness right now.” Because Peaches feels that her personal and
professional identity are synonymous, she personally feels and responds to the pressures of the
Common Core reform changes and conflicts with administration.
That's the part of my brokenness right now. I won’t place the blame on Common Core,
but I can say that it became that way because of shifts that happened within our
district….I definitely feel like everybody from the top down felt certain pressures and
instead of personally and professionally dealing with the pressures that they were dealing
with, they just DUMPED all of that on us…..I needed more support and more structure,
more guidance without it being rigidly imposed on me.
Peaches then elaborates on what she means by “dumped” which further demonstrates the loss of
flexibility and feeling that her professional expertise is not valued.
You’re just kind of thrown a little monkey wrench. You may have spent some time
strategically planning on how to decorate your classroom, coming up with a theme or
maybe even some new innovative ideas for teaching certain lessons. But then when you
get there, they're like “Nope we're not even going to start with this unit.” Somebody else
made the decision. All of that is gone out of the window. It doesn't mean that you can't

110

table it for later and maybe implement or embedded within you know future lessons, but
at the moment you have to do what is being required.
As Peaches explains that she feels professionally restricted, she shares another short
narrative to demonstrate a separation in how she views her professional judgement versus that of
her administration. Peaches explains that her plans always have an A and B option just in case
the main lesson is not working effectively for students. Her administrator told her that “it just
seems like too much going on, too many options.” Peaches shares, sarcastically, that once she
changed the labels of each option, it was acceptable.
This is my main lesson. This is the refined and this is the enhanced. Once I actually
started using their own preferred language (I was using language that came from my own
professional background), their lingo that they wanted me to use, it was acceptable. My
coach explained it like “She [principal] is coming from this particular master’s of
teaching program, and this is the way they call it, and then I had her support.
Peaches shares that incidences like these continued to cause friction between her professional
self and her administration. She says that it may be “just different terminology,” but if you are
not “in their box of when you teach—what, when, and how—almost down to the point where if
you're not saying it the exact way that they're familiar with it, then you are ‘docked’ and I mean
that as in like evaluation.”
Peaches then connects the scrutiny and reprimands back to assessments. She says that
they are a “major part of our evaluations” and act “like a domino effect,” but she also explains
how the assessment/evaluation cycle can also impact broader society.
Assessments have been a major part of compensation, promotions, and recognition. It
also impacts how often somebody comes in your classroom…. If your data is not proving
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that what you're doing, your initiatives, are worth it., then you're going to have a whole
lot more visitors from the state, from the board, and so forth.
Peaches feels that the people in administration doing the evaluations may not be more qualified
than she is to challenge her decisions. Yet, she is subject to the requirements of the system to
avoid negative marks on her evaluation. When asked what qualifies someone as an
administrator, Peaches laughs and says, “Literally their title and their pay. In some cases, it is
their years of experience, but you'd be surprised. There are some people that are higher up that
have way less experience than I do.”
Though Common Core did not directly cause her to question her professional identity,
Peaches believes it was the catalyst that eventually broke her. On her storyboard, the following
words are collaged to explain why Peaches left the K-12 classroom: zero guidance, zero
mentoring and money-driven, lack of motivation, unhappy, exploring, just-a- number, new
skills, journaling, prayer, job security, tears-that-actually-healed. As she talks through these
in interview three, she explains:
These are all things that I felt about my experience of being in K-12, and I know some of
the things are really negative…Well, the reason why is because everything was driven
where I was based on lesson plans, Common Core, assessments, grading, teaching-to-thetest. I had so many skills, and so much passion, and so much to give to my students, to
my field, to my colleagues, but those skills weren’t used. But before I self-sabotaged
anymore or continued to have any of my skills and assets go unused, unrecognized,
unacknowledged, I needed to adjust. I needed to redirect. I needed to learn, reflect, adjust
and LEAVE!! As I talk to you about my brokenness, my perseverance in the field, and
also just continuing to think about my future, I decided that I would make the transition
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out of the K-12 world, but I am still an educator. Through [my challenges] I've had to
learn, you know a little bit more about flexibility, and that has really geared me towards
higher-ed teaching to really try to figure out ways that I can do exactly what that is….As
long as I remember what my why is, I can go in ready to engage and embark on a
journey with them.
“I could see the bigger picture.” Interview three focused more specifically on Peaches’
experience through Common Core reform. Because she sees her identity through a social justice
lens, Peaches speaks more to the national and global ideology of the reform which she considers
a movement to build “common ground.” She believes that she understands the “global”
framework of Common Core and the need for the reform. She says that “the theory behind it is
very passionate, very motivated, and endearing” but shares that the social and political landscape
was not ready.
The goal of Common Core is that we have everyone with a common core of knowledge,
and we're all on the same playing field. Of course, that's not as realistic as we would
ideally like to have unless we just completely started afresh which is scary enough within
itself. The best part of Common Core reform for me was that I could see the bigger
picture. I could see the need for it and the idealistic view of where it was trying to go. I
could see the vision. It is global, but we're not there yet. We’ve got a lot to learn.
We're still not as culturally sensitive, explorative, sustaining, motivating to our students,
right? We're not meeting our kids where they are. We're not tapping into the things that
are going to take them to that next level, taking them to that global level. I think we are
on the brink of it…. We have some cutting-edge opportunities. But until we get out of
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that western frame of mind where only a certain group of individuals are going to be
successful, we’re not going to get to it.
Peaches’ reference to a cultural approach to education connects back to her discussion of
planning culturally relevant content. Because this is a critical part of her personal and
professional identity, Peaches feels that seeing the “bigger picture” of the reform helped her to
better engage in the reform movement though it was still a challenge.
So for me professionally, the shift was challenging, and felt a little bit confusing and
misguided, but I was very eager because I am a big-picture thinker. I could see the
strengths even through the weaknesses, but that's me personally….And then as far as the
nation, I think it just kind of shook us [teachers]. It wasn't guided properly, and we
needed to be eased into it a little bit better. That transition was a little bit rocky.
Though Peaches feels she has a better understanding of the bigger picture, the conflicts created
by reform such as “preparing students for a test” limits her ability to exercise her professional
judgement and expertise in planning and instruction. In interview one, Peaches briefly mentions
that the reason she was hired at the job fair was the principal needed a creative writing teacher
“to get the kids ready for the [state] writing test.” Peaches again shares that her lessons were
geared toward the state “writing assessment that occurs every February.”
Before Common Core, planning was fun because then we didn’t have to worry about
being docked or getting reprimanded for not being on a particular pacing. As long as we
could prove that we were hitting those standards, we had the flexibility to kind of
maneuver some things. Now, it's gotten to the point where you almost pretty much have
to have everything laid out on paper and it has to be approved. You can be reprimanded
and have to defend your position and defend your job. We typically have to stick to the
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scope and sequence, so that all of the students are proficient or advanced on their test.
So, to be honest with you, I feel like a lot of my job is literally just preparing students for
a test that they’re going to take at the end of the year.
In addition to pacing pressures, Peaches is also frustrated with the sudden, and in her opinion
unwarranted changes, driven by a need for better test scores.
One of my frustrations is once I've gotten really good at this particular system or really
good at planning along these particular means like common assessment, then they come
in they say, “Nope. Nope. We want to try something else.” How do you even know that
this is working or not working if you haven't given it a full try? It’s almost a constant
change all the time, and it's so misguided because we're constantly trying to be on the
cutting edge without really giving something a full try.
Cross-Participant Findings
The initial part of Chapter 4 focused on sharing participants’ narratives to better preserve
their words rather than inject my own. However, in the following section, I will share narrative
threads that emerged across all three participants in response to the following research questions.
1. How do experienced teachers view their professional identities?
2. How does an experienced teacher’s professional identity shape planning?
3. How has the Common Core reform impacted experienced teachers’ professional
identities?
After compiling and analyzing the chunks of narrative data and crafting my participants stories, I
then looked for patterns or narrative threads that emerged from the data. While the first part of
Chapter 4 is designed to illuminate the individual experiences and identities of each participant,
the second part of the chapter addresses the narrative threads discovered in the data in response
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to each research question. Though each participant expresses a unique professional journey,
strong threads are present in response to the research questions.
Research Question 1: Teacher Identity
Despite the multiple and ever-changing facets of a professional identity, the teacher
identity still carries with it a set of social behaviors or collective expectations generally shared by
educators. Each participant offers a different purpose or perspective of professional identity;
however, all three present their professional identities in three similar ways: as expert curriculum
writers, as participators in social advocacy, and as extensions of self.
Curriculum writing professionals. Early in the interview process, each participant
identifies as a curriculum writer. This typically begins with writing their own curriculum for
classes that did not have one and grows into writing for their school or district. This becomes a
core aspect of each experienced teacher’s professional identity and expertise beyond just the act
of planning. However, though they all write curriculum and teach classes that fall within ELA
content, each participant carries a unique experience that shapes her identity as a curriculum
writing expert.
Red begins her professional story by sharing that she “began as reading.” Across the
three interviews, she demonstrates that her success with teaching reading which led to her
curriculum writing is the leading facet of her professional identity. In interview one, she shares
that she has been writing curriculum from the beginning of her career.
I initially began as reading. At the time there was no curriculum for reading. So over
Labor Day, which is right when I got hired, I gathered materials, called my mom because
she was like an expert on reading at the time, got information together, and went from
there.
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Red continues to build her identity as a curriculum writer through her autonomy to plan. She
explains, “I was given the freedom to do whatever was needed to increase their interest in
reading.” Red uses her freedom to design lessons that are “creative,” “fun,” and “real world.”
When she describes some of her past units in the interview, her voice is upbeat and she seems
excited.
Every six weeks, we would have a project with a book. This wasn’t a regular book
report; it might be a diorama that you do, or your interpretation or you do something that
represented an art project. I would get the art teacher, or we had a music teacher who I
would get to come in and help with the project. It was fun for them. It would be anything
like in every chapter, pull out vocabulary that you didn’t understand, write your own
summary questions. Things like that would be the core of the project, and then they
would have like an art part or a music part.
As Red’s narrative reveals, her reading curriculum was successful with struggling readers to the
point that she receives attention from high school teachers who would tell her “We love getting
your kids because they love reading.” She is also recognized for her success by her principal and
is asked to write curriculum for the entire district which expands her curriculum writing beyond
her classroom. She then explains how it connects to her current curriculum writing.
I did curriculum maybe my ninth or eighth year. I think our principals recommended us
or something. I don’t know what happened, but [another teacher] and I co-authored the
eighth grade curriculum that year for the district. I was like “Hey, this was kinda cool.” I
got a master’s degree in Curriculum and Instruction in 2006. Since then I’ve written
summer school. I wrote a sixth grade summer school curriculum in 2014, and now I’m a
Fellow and that’s what we’re doing—working on the curriculum.
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Red perceives her professional identity as synonymous with her success as a curriculum writer.
To further support this, Red labels herself on her storyboard as a planner and curriculum
writer under both teaching decades represented.
Katherine’s identification as a curriculum writer is grounded in her success with student
data and growth. While Katherine identifies herself as a curriculum writer later in her career, this
identity is important to her professionally because it is what moves her into teacher leadership
roles and, eventually, out of the classroom. Katherine’s storyboard traces her professional
journey through the metaphor of a plant growing. She explains that her earliest principal gave
her “no real support, no real feedback” in her planning which made her feel “overwatered,” but
once Katherine works under the principal who saw her potential, she relates it to “being fed plant
food.” This is where Katherine learns not only how to plan using holistic data, but also where she
gains all the endorsements needed to begin writing curriculum.
My full potential was realized. That's why I have my educational leadership certificate,
my admin degree, my TESOL endorsement, my gifted endorsement, all my other
endorsements that I have—reading specialist. I was told you need to go for that. This is
your potential.
When Katherine moves to her current school, she began writing curriculum. Not only was her
curriculum a success for the school but the curriculum writing opportunity is also important for
Katherine because it shifts her into teacher leadership roles like she describes in interview two.
ALL writing teachers were teaching from my curriculum. And then I had to the PD
[professional development] for the writing teachers because I wrote the curriculum. They
came and saw me teach. They asked me questions. So, it was a learning process for all of
us. Of course, I'm always the one you came and saw. I was almost their unofficial coach.
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Katherine also prides herself on writing the curriculum on her own especially because her data
proves she has been successful with students. When asked if she had any help with curriculum
writing, she says. “No! It was me, myself, and I.” Katherine also adds that her success in writing
her curriculum and planning from her own curriculum, like the plans she references in interview
two set her apart from other teachers, which she shares with pride.
A lot of times, I was left alone because they knew the fidelity of what I was going to do
and because these are so detailed, you really don’t have anything to ask me. And because
I kept them updated with any changes, data-based decision-making I made, I was left
alone. Were any other teachers left alone in writing? No, because they didn't have this
detailed of lesson.
She remarks that her curriculum is proven effective according to the increase in writing
achievement on the state test. She says, “My scores are still top. We have been a level-5 school
for two years.” This not only validates Katherine’s data-driven curriculum expertise but also
prompts her leadership team to ask her to apply for a school leadership position, which is the
ultimate professional identity she desires in order “to make the biggest impact.” In interview
three, Katherine shares that she will eventually leave her position to become a dean of
curriculum and instruction for a new school, again solidifying Katherine’s identity as a
curriculum writing expert.
While Red and Katherine moved more organically into curriculum writing, Peaches’ calls
her path “rocky.” Like Katherine, though, Peaches’ identity as a curriculum writer begins with
recognition from a leader. Though she chose an English degree and wrote curriculum like the
others, her identity as a curriculum writer is more of a creative avenue. As a long term substitute
for several years, she wrote plans for the various electives and courses that were not necessarily
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ELA classes, in fact she was even teaching math at one point. One principal finally offers her a
long-term subbing position in ELA which begins her foundation for curriculum writing. She
shares “I was able to really dig in deep and really plan lessons and master my skill while going
through this transitionary period.” Eventually, her curriculum writing identity settles once she is
hired to teach writing at a new middle school.
My approach to teaching creative writing was supplemental English so I really taught
core English material. I was actually able to design my own curriculum at that particular
time, and the principal was very supportive and motivating to me. She actually
mentioned to me on several occasions, “I see a lot of myself in you.” That was very
encouraging. That particular year I was more acclimated with the school. I had already
had my curriculum pretty settled because of the way that I taught the creative writing
course. Even in that short amount of time, I could still see the growth of my students.
Eventually, Peaches is required to teach reading through a district-mandated curriculum which
challenges her belief about the student-centered content she uses in her curriculum writing.
Unlike Red and Katherine, Peaches’ perception of her identity as a curriculum writer becomes
more about her belief in her expertise and knowledge of students which puts her in conflict with
leadership. In interview two, she says, “When I build my lessons, even the one I brought today, I
include things that are going to be culturally-relevant.” She adds “When [students] have no
interest, no connection to what they read, they struggle.” Peaches explains this is the reason why
she brings a particular lesson plan to interview two.
I had to kind of manipulate this particular lesson. I couldn't just teach it straight out the
way the district wanted us to teach it. I literally had to kind of get the kids to have some

120

fun with it so that it can really be reinforced. With them singing a song or doing a dance
or doing hand motions—like we literally had to have hands-on.
Peaches also explains that she sets up her gradebook based on standards and not grades. Her
narrative above reflects that she also includes multiple options for student learning and uses
“differentiation” for students as well. Because she is often challenged by leadership, Peaches’
belief in her expertise to write curriculum eventually leads to her decision to leave the classroom
for a doctoral degree to teach in higher ed where she hopes get back the “flexibility” in planning.
In interview three she uses her storyboard to discuss her next step.
As I start to embark on a journey where I'm eager to be more of a higher ed educator, I
think about the productive struggle. I think about the backwards planning, I think
about quality learning and making sure that the light bulb is on, making sure that the
students are figuring out things and reflecting.
Participators in social advocacy. Each participant describes herself as student-centered
and driven to meet the needs of students. While these may seem like typical teacher behaviors,
participants see their student-centered actions and beliefs as a manifestation of social advocacy.
Though each participant teaches in a slightly different school environment, they unanimously
describe their students as racially or economically marginalized and describe their work in these
schools on a continuum of advocacy. Their identities are proudly centered on not only their why
of helping students but also on helping students that others have discounted or excluded in the
broader social context. All three participants reiterate that they believe in teaching the whole
child and place emphasis on taking care of student needs beyond just achievement. While there
are similarities in their descriptions of their social work, the participants fall at different points on
the advocacy continuum as their motivation for social work varies. It is important to note that the
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district in which all three work has a population of students who are majority African American.
Both Red and Peaches, who share the same racial identity as most of their students, discuss their
work in terms of a personal investment in social justice and fighting for equity; whereas,
Katherine who does not share the identity of her students speaks more to her social responsibility
or advocacy as trying to meet students’ needs and improve their academic achievement rather
than challenge systemic oppression.
Throughout her career, Red has taught “struggling readers” and “over-age-for-grade
students” in a “community with limited knowledge.” She says that her students refer to
themselves as “thugs” and “gangsters” especially once she transitions to teaching in an
alternative program where her students have been expelled from traditional schools. When
explaining her current classes, she reveals that many of her students are “emotionally disturbed,”
have “operational defiance disorder,” or are generally labeled as “special ed.” Though Red is
clear that the behavior issues of her students can be challenging at times, she chooses to stay with
those students because she has “always kind of liked the underdog,” and she believes that she is
“always fighting for justice.” Because of her success with this subgroup of students, Red believes
that she can look past what society may assume of them. In interview one she shares that her
students have been “misjudged.”
I can see where they have been misperceived a different way, and I’ve always had that
perceptive availability to say, “You know what? You really are not the thug you want to
be,” or “You’re really not this person that you’re portraying. You really have a skill.”
And most of the time I’m right. I’m spot on.
The only word on her storyboard that is in all caps is REBEL. Feeling a connection to
students who have been “misperceived,” Red prides herself in building relationships to help them
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overcome these social issues. However, because Red shares the same racial identity as many of
her students, she shares her frustrations about the current state of education through a recognition
of social systems of oppression. Thus, Red’s identity and purpose as an alternative educator
moves more into a space of social justice as she describes the social implications of what she is
seeing as inequity in education and the failure of the current curriculum and assessments to meet
her students’ needs.
It’s like we are targeting black boys, …but we're also not educating them. We can't…
because we never addressed the social issues. So unless we address these social issues
first, we’re going to always have a disproportionate amount of young black boys that are
in juvenile or incarcerated… and that are being put out here uneducated…. They don’t
even have hope…. Like “What are you going to do five years from now?” and they tell
you “I don’t know; I might not even be here.”
Aligned with social justice advocacy, Red’s data reveals that she sees her professional
identity as more than the act of teaching. On her storyboard, she also labels herself as a mentor,
listener, advisor, and motivator. She also speaks to the issues that her students face and shares
that instead of a heavy focus on academics, “behavior should be addressed.” Red recognizes that
her students are caught in a cycle of suspensions that eventually leads to incarceration and then
broader social issues. Red sees her students beyond what she believes the system sees. She says,
“They are smart. A lot of men in jail are smart, but they didn’t have something to help them
cope.” Red admits that even with the challenges in the classroom she remains in alternative
education because of the “flexibility to meet student needs” which she connects with focusing
more on social and emotional support rather than just academics.
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Being in an alternative school, a lot of kids that we see are the ones that are the
habitual—they have the absences and are in and out of juvenile. So they've missed all the
basics. I feel like if they could get their basics down while they're with us, when they
went back to a traditional school, they would feel better about themselves, like “Hey, I
can actually make it.” Because some I think, in their mind, in their body, in their spirit,
they feel like “I'm transforming.” So, we could give them the hope.
Like Red, Peaches identifies as an African American educator and references a shared
identity with her students when she includes material from “our culture” when she speaks about
adding “culturally relevant material” or “hip-hop oriented lessons” into her classroom. Peaches
also indicates that her classes include special education students as well as gifted students and
that her students come to her and “could be hungry” or have “emotional needs.” However, rather
than focus on her students’ physical needs, Peaches leads with her identity as a social justice
advocate in terms of how her students will not only be successful but how she can empower
them to engage in society in the future. As an educated African American woman, Peaches
quotes Nelson Mandela:
When I start to think about my future, I'm always questioning “Where do I go from
here?” Right because I truly believe what Nelson Mandela said, which is “Education is
the most powerful weapon we can use to change your world,” and I truly feel that
together we can actually make a difference if we can focus on ways of reflective
practices. And so that's not just related to the teaching field that's related to everything
across the entire globe.
Not only has she personally had to fight for her own professional identity, but through her shared
identity, she must also empower her students to fight for themselves. She does this through her

124

refusal to teach scripted curriculum with fidelity and her recognition that the curriculum does not
represent her students. In interview two, Peaches shares that she feels most professional when
she can push beyond district requirements and do something that her marginalized students need
to be successful.
Something comes up that maybe goes against standard district stuff or it's a little bit more
unorthodox or out-of the-box, a little bit more creative, and I have the research, the
resources, the experience, and the test scores to back that up. We're often put into so
many boxes as educators and when you have these things that support a decision that
you've made, and then you got got the results from your students to back you up, it
almost makes you feel like “Okay. I know I know that I'm doing some justice here” and
not just to toot my own horn, but I'm doing justice for these children.
Later in the interview, Peaches labels herself a “risk taker” because she does not follow
the expectations of leadership or the district when it comes to planning and instruction for her
students. Peaches says, “I am always trying to pull in additional things that are going to help all
of my students” but this puts her in a defensive place with administration because “they
challenge it.” Peaches also adds that she is “persistent” about teaching students “holistically”
despite administration pushback. She says, “I push for those things, I advocate for those things,
and I back it up with evidence.” She feels empowered in this advocacy space, but ironically, this
same empowerment eventually leaves her feeling broken and she leaves the K-12 classroom to
advocate for students through higher education.
Like Red, Peaches sees that her role as a teacher goes well beyond the act of teaching.
Across all three interviews and her storyboard, the data shows that Peaches sees her professional
identity as a teacher on a more global or political scale. As Peaches shares her storyboard in
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interview three, she adds to her role in social justice by labeling herself as an “awakener” and
then connects her professional identity to the broader scope of social impact.
We're not just teachers. We are managers of the world's greatest. We are literally the
foundation for every career path that there is. So as we are having different marches and
different movements and things like that, it is critical that we also think about the
necessity of advocating for educators and for teachers….I am a person of value, and I feel
I'm not just a teacher because I facilitate thinking or engage minds. I listen to questions,
encourage risks, support struggle. I cultivate dreams.
Peaches, however, moves beyond her classroom role as a social justice advocate to a more
globalized view. She calls this “globalized social justice” and shares that it goes beyond “racial
inequality” to a recognition that the same social injustices exist in the “history and background in
other nations as well.” She references a cartoon that shares a historical story about her daughter
watching a Muslim man dealing with social injustice and inequity issues in the past that still
relate to today. She then relates it to what young people see today and how assessment and
curriculum is not enough to address these issues because it is not speaking to the realities of
injustice they see. Peaches connects her role as a social justice advocate to her racial identity,
beliefs in culturally relevant teaching, and even her role as a parent.
These youth see everything that's going on. They may not understand it, but they want to
know. And they're scared to ask because curriculum in the past has been so driven
towards a test. They are driven towards a test. The kids want to know about why people
throw their hands up or why their parents tell them to pull their camera out when the
police show up. They want to know these things. But until we can step away from
teaching towards a particular test and really start to think about things that are going to be
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culturally relevant and culturally sustaining for our students and start working towards
teaching the whole child, then we are going to keep this continuous cycle.
For Peaches, her role as a social justice advocate will not end just because she leaves the
classroom. For her, this is a not only a responsibility because of her profession but also her racial
identity and understanding of systems of oppression.
So, as I think about my future, I still think that I'll continue teaching for quite some time.
I'm going to continue to think about how my heart shapes these little minds, and I think
that I'm going to continue to be a life-long learner. I'm going to continue to give back to
my community and just continue to educate youth not only youth inside of a classroom,
but within my community, within my own home. I have a daughter now and Lord knows
I'm not thinking about grandkids immediately, but eventually, hopefully for them, I'll
continue with my big heart, with my reflective practices, and give back to her and future
generations.
Peaches’ professional identity as a social justice advocate is strongly represented by her
storyboard. On her present and future slides, she uses quotes to describe her identity, some
attributed to authors, and some are anonymous. Table 3 captures some of these quotes that
support her professional identity in advocacy.
Table 3
Peaches Storyboard Quotes
Temporal Category

Peaches’ Quote

Author

Present

I teach because there’s nothing like watching
kids learn something new and knowing you
played some small role in helping them to
get there.

Bill Ferriter
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Table 3 (Continued)
Peaches Storyboard Quotes
Temporal Category

Peaches’ Quote

Author

Present

“Just teachers?” We are managers of the
world’s greatest.

Anonymous

Teach, Encourage, Instruct, Mentor, Praise,

Anonymous

Influence, Guide, Inspire
Future

Education is the most powerful weapon we
can use to change the world.

Nelson Mandela

Giving Back, Moving Forward

Anonymous

We believe in making a difference.

Anonymous

I am not a teacher but an awakener.

Robert Frost

Together we can make a difference.

Anonymous

Katherine is also explicit in her advocacy for marginalized students. However, unlike Red
and Peaches, the data suggests that she does not view her advocacy in terms of social justice. As
a white educator of minority students,” her data shows that her professional identity is less
connected to the content or grade levels in which she teaches but more to success she has in
teaching students with different racial and socioeconomic demographics than she has. Katherine
repeatedly emphasizes that she has had many successes in turnaround schools during her career.
She says, “I’ve only ever taught at Title I schools.” “I’ve never taught the ‘rich kids.’” Twice she
says, “I ONLY teach black and brown students.” Even as Katherine has changed schools and
taught in two different states, she is adamant that her professional identity is grounded in meeting
the needs of marginalized students because she believes that “every child can grow,” and she
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works from the assumption that she can change others’ mindsets about the academic capacity of
a “poor child.” The nuances in the data suggest that because Katherine does not identify racially
with her students, she instead identifies with how she can meet their physical needs to then meet
their academic needs. At some point in each interview, Katherine describes her students in terms
of their physical or emotional needs that she says she focuses on even outside of her work hours.
The following table encapsulates Katherines descriptions, many times formed as a rhetorical
question or a generalized reference:
Table 4
Katherine’s Descriptions of Students’ Needs
Type of Need

Katherine’s Data

Physical Needs

He’s not going to be fed dinner tonight.
When he gets here, his uniform is dirty.
Watch my child sit in a dirty shirt begging me for food
I’ve gotten dry cleaning for kids
My children whose shoes have holes in them
You didn’t have dinner last night
Suffering from homelessness
Do you know he’s homeless?

Emotional Needs

The kid who was abused by her stepfather
The kid who never had a relationship with her mother
Dad’s a drug addict
Come to get love
He [dad] just got put in prison
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Table 4 (Continued)
Katherine’s Descriptions of Students’ Needs
Type of Need

Katherine’s Data

Emotional Needs

Do you know he doesn’t do his homework at night because he’s taking
care of his siblings while his mother works at two o’clock in the
morning?

While this table demonstrates that Katherine paints a very grim picture of her students’
socioeconomic issues, she says that it does not affect her belief that they can achieve. In
interview one she expresses how this belief is the foundation for her professional identity as an
advocate. Though she speaks in terms of social issues, her reference to her work as “heart work”
and her discussion of a “level playing field” suggests that while Katherine is aware of her social
advocacy she does not view her work through a racial justice lens or acknowledge the systems of
oppression that cause the issues her students face. While Peaches views education as a weapon to
fight against these systems, Katherine views education as a tool that equalizes student
opportunity for success.
Once you have that education, whatever it is, no one can take that away from you, and I
want to ensure that every child has a level playing field. You can come to school, and no
matter what your difficulties are, we can work on that together. But once you have that
education—I don't care if you don't finish college—not every kid's going to go to college
So what you've done in that spare time no one can ever take away from you, and I want
to ensure that level playing field as much as I possibly can.
In interview two, Katherine clarifies the difference between being an advocate for and not being
a “savior” of children.
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These children are living, breathing human beings that are going to grow and make a
difference in the world. And if I can make a small difference because I looked at a child
holistically, then I've done my job. I’m not a savior by any stretch of the imagination, but
I can make it a little bit easier for them. That makes me a professional. I care. I love. I
tell my kids three things: “You are always known, and you're always valued, and I
promise to educate you to the best of my ability.”
In interview three, Katherine shares more examples of how she meets the needs of her students
that others do not consider, such as policy makers or administration that are not in her building.
Like her previous interviews, she references meeting students’ needs through images or language
of humility and sympathy but without moving into the space of social justice. She first states, “I
believe in servant leadership, and I believe you’re a servant of the children, servant of the
community, and servant of the teachers.” Later in the interview, she exemplifies her servant hood
in terms of meeting her students’ physical needs but, unlike Red or Peaches, does not speak to
the overarching social or political systems that cause the problems for students.
Now, education is put on the back burner, and I don't care politics one way or the other.
But what about my homeless child? What about my child who hasn’t eaten for a day and
a half, what about my child whose mother works three jobs? You're not looking at those
children. Watch my child sit in the dirty shirt begging me for food because he can't
concentrate until I feed him those crackers. Then, look at my bank account and see how
many times I've gotten dry cleaning for kids, or how many times I bought food for kids
because if the brain doesn’t have fuel, the brain doesn't work. Come see some of my
children whose shoes have holes in them and I go spend my money to buy them shoes.
How about those kids? When you can promise me that those kids will not be left behind
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then I'll listen to your policies. But until then I'm going to close my door. I'm going to do
a lot right by the children in my room because I can go home and sleep at night because I
did right by that child.
By the end of interview three, Katherine shares that she is “heartbroken” about leaving the
classroom for a leadership position but believes her move into leadership helps her answer her
personal question: “Where am I going to make the biggest impact?”
Professional identity as an extension of self. As I analyzed the data across all three
participants, I noticed that each participant spoke of their professional identity as an extension of
who they viewed themselves to be as a person. This connection to self suggests that each
participant enters into her professional identity because of who she is personally and then
continues to engage in the profession to the degree in which that self is valued or allowed to be
enacted through a professional identity. While each participant shares a story about a moment or
relationship that merges their personal and professional identity to truly become a teacher, that
also creates a space where conflict between self-identity and professional identity can occur.
Each participant, while fully identifying as a teacher, also shares that she faces challenges in her
professional identity because, at some point, self-identity is either restricted or harmed by the
profession.
Red does speak about her professional identity as something that is innate but is
connected to her relationship with her mother. She mentions twice that she switched from
studying nursing to teaching to be like her mom who she indicates is an “expert on reading.” As
Red’s narrative reflects, her path to certification was much longer because of her selfidentification as a REBEL.
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I started off in nursing at a 2-year school; then, I changed in the middle and did physical
therapy. Then I decided I’m going to be an educator like my mom. Once I started at
[university name omitted] I took classes. I never got in the TEP program because I felt
like taking the Praxis was stupid. I’m in college and I have decent grades and this is crazy
to me. This is the way they are trying to get money and make money off me. I ended up
getting a human learning education or something.
Red eventually returns to school to become a certified teacher, but, at that point, she had already
been teaching for a few years. Red’s perception of herself as a REBEL is critical to her
professional identity because it extends to the students she chooses to teach. As shared in the
previous section, Red “always liked the underdog” and chooses to teach students who are “overage-for-grade” and eventually moves into alternative education. Red builds her professional
identity around teaching students who reflected what she saw in herself even if she does not have
the same discipline issues or life challenges they do.
Another evidence of self in Red’s professional identity is that she feels personally
successful in her ability to reach students. Red does not return to school for certification until
she realizes that she can be a successful reading teacher, something she was not formally trained
to do. Red begins to embrace identity as a teacher after her first success story with struggling
learners who told her that they “don’t read books.”
I started saying, “Hey, you like cars? You look at the car magazines?” They would bring
those in and we started doing that. Then, I started with reading to them—Gifted Hands, a
chapter here and there. I would end the chapter, and they were like, “What happened
next? “Oh, okay. So you’re interested? Nah! You’re not interested. We’ll talk about that
later.” And they kept going, “No! No! No! We want to know what happened.” After a
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while we had read the whole book together. Sometimes I would say, “Woo, you know,
my throat! I’m tired of reading. Read this to me.” I’d have to trick them and by the
middle or almost the end of the book one of my students said, “You have tricked us into
reading this book!” I said, “Look at it like this. You can say you have completed reading
a book. You got one under your belt. That’s a big accomplishment.” I was like, “This is
cool; I could see progress.”
This success story is significant to Red because, as her success with reading grows, she stays
with her students in her “tight knit community.” She explains that she could see these successes
and the benefits for students and says, “That’s why I stayed.” Red also receives recognition from
colleagues and is encouraged to move into alternative education with a previous leader who told
her, “I know you can help me make this school great or a success.” Even after making this move,
Red shares that she has students who come back to thank her for keeping them from making
mistakes and share their success. “When I see them on jobs—I have some that are attorneys,
doctors—that makes it worth it.” She adds “That lets me know I’m doing the right thing.” Even
as a current alternative educator, the emotional connections remain. Red shares in interview
three, “I’m teaching three of my students’ kids.” When these students come back to thank her,
she says it is “gratifying” and “rewarding.”
During interview three, Red shares her storyboard which reflects a blend of personal
traits and professional roles. In interview one and on her storyboard, Red describes herself as an
overachiever which leads her to take on additional duties early in her career such as athletic
director and “administrative assistant.” Her storyboard adds motivator, mentor, facilitator,
advisor, curriculum writer, and coach to the list suggesting that her personal traits lead to
multiple roles in her career. On her storyboard, Red also lists personal traits such as energetic,
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sincere, wise, spiritual, seasoned, unselfish, comical, and confident. She links being unselfish
to her career: “I’m unselfish. I've always been that so that could have counted for the past.” As
she describes other traits, she stops at seasoned which has a line under it.
I did that squiggly line under seasoned. I feel like I'm seasoned. I kind of know where I
am, kind of know what's going on. I an even-keeled person. I don't let stuff get me all out
of…They say “Oh this is changing.” I’m like “Okay, It will change again, don't worry
about it. So I think that has something to do with being seasoned.
This description of herself also connects to Red’s explanation of herself as a leader, which is also
on her storyboard. She shares that in the alternative school she teaches in currently, other
coworkers request her help often. She says she is “the lead” in her building and often has to
“bridge the gap between other people” such as staff and parents because she is “the person that
can talk to them and be calm.” Red’s self-identified personal traits help her to “build
relationships” with her students as well remain in the profession.
Like Red, Peaches took more of an explorative approach to becoming an educator though
she always knew she had “a passion for teaching” because of her volunteer tutoring. She leaves
home to pursue study for a more lucrative career in the corporate world because she “was driven
by money.” However, Peaches says, “I kept getting phone calls for tutoring” and “I missed my
family, so I came back home.” Though Peaches takes the degree route of psychologist to school
counselor to teacher, she grounds all of these in a personal trait that she believes drives
everything she does: a “passion to help and be altruistic.”
I would always come back to tutoring, and I would even tutor for free. People would say,
“You should never do things that you're really good at for free.” But I had a passion for
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it. Because of that, I continued to let tutoring be a part of like my background. I’ve
always had this real altruistic personality.
Peaches quickly shifts from school counseling to classroom teaching to make more
impact on students that she saw were struggling to communicate with her. Peaches is clear that
she “personally chose” teaching because of her “altruistic nature” and desire “to make a
difference.” Once Peaches becomes a mother, she also sees her altruism as potentially giving
back to her grandchildren or “future generations.” For Peaches, her professional identity is a
direct extension of her personal values and her perception that she is acting in her altruistic
purpose. She says, “As soon as I see a child come into my classroom, I know this is why I am
here.” Peaches further connects her altruistic purpose for teaching to her personal religious
belief; when she feels discouraged during the transitions in her early career, she says she does
not give up. “Even the janitors play a role in a child’s life and so that is what I had to keep in
mind. I’m very Christ-centered and Christian oriented so that kept me stable.” However, as her
narrative in the prior section reveals, Peaches first four years of teaching were felt “demeaning,”
and she admits that she stayed out of “job security and fear” since she had a daughter to support.
Peaches was finally able to begin to embrace both her altruistic self and professional identity
when she attends a job fair. Though the narrative data below is shortened, this is one of the few
extended stories that Peaches shares, thus it reveals how this moment impacts her emotional
decision to stay in teaching.
I got ready to leave but the whole time that I was interviewing, the principal kept turning
around and looking at my table. My voice is pretty loud, and so she was interested in
some of the things that I was saying….From there the principal came over. She said, “I
just need to know what you are credentialled in.” She went back to her table and looked
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at what I guess was a matrix of what she needed. She said, “I have a perfect fit for you.
Do you like to write?” I said, “Yes,” and I had some writing samples. I literally walked
out with a job…. And that was a very proud moment for me because I had a real job, so
I’m here still today at that same school because of that experience.”
Though Peaches considers this a defining moment in her personal and professional identity, it
also becomes that space in which her personal self is placed in further conflict. While believing
herself to be altruistic, Peaches’ data shows that she also needs to be valued in her work because
she believes that she is “a person of value.” She felt “bounced around” and “invalued” in her
early career which was “disheartening” to her. Once she finds a permanent position, Peaches is
hopeful that her value will be recognized. At first, her principal is supportive, and Peaches gives
of her personal and work time to help her students. In interview two she shares, “There hasn’t
been a day that I haven’t taken something home. I’m trying to pull in additional things that are
going to help all my students.” But as Peaches begins to experience conflict with administration
over the choices she makes to better meet student needs through her planning and instruction, by
interview three she refers to herself as broken with low morale. By this interview, Peaches has
left the classroom to move into higher education. She explains, “I had so many skills and so
much passion and so much to give to my students, to my field, to my colleagues, but those skills
weren’t used.” As Peaches believes that her “altruistic nature” brought her into teaching, she also
feels this personal trait is also what as caused her to “self-sabotage” by remaining in a
professional identity conflict for too long. Because Peaches’ personal self is not appreciated or
utilized by administration, she moves to another section in the field of education in which she
hopes to find value and continue extending her altruistic self.
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Even though I've had so many struggles and brokenness as it relates to my professional
teaching experience, obviously, I'm still doing very well. So as I continue to reflect on a
lot of the things that went very well for me in my past as a K-12 educator, I start to
embark on a journey where I'm eager to be more of a higher ed educator; I think about the
productive struggle. I will actually use my experience to help future educators and
counselors.
Unlike Red or Peaches, Katherine sees her professional identity as innate and her data
suggests that she does not perceive a separation between her personal and professional identity.
For her, the passion for teaching has always been there.
I am educator because it goes beyond that classroom. In everything that I do, I carry that
tag with me. It's not something I take my badge off at home. I don't take this job for
granted. I don't do this for the paycheck because God knows, it is innate who I am. I am a
teacher whether I'm out in the community helping adults write resumes or I'm helping
this Hispanic family find money for their lights or am reaching out to this community as a
service member. I’m a teacher. I never lose that identity, sometimes to my detriment.
Even to my husband telling me “I'm not one of your eighth graders.”
While Katherine believes so strongly in her professional identity as innate, her data reveals a
more personal reason for becoming a teacher, a need to prove or validate self as a reaction to
personal criticism. As Katherine shares that she did not initially plan on teaching, her voice
becomes indignant.
I got a degree in vocal performance, and I had a professor tell me, “You have the voice
but not the body” because I've always been a big person. Well, that changed my attitude
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totally. I still did some work in it. But I knew that wasn't where I wanted to be. So, I
switched. I went into education.
As demonstrated in her narrative and her storyboard, Katherine works from a determination or a
growth mindset spurned by the criticism. She represents her professional journey with a question
mark because “you’ve got to go through a journey. It’s like a curve—a question mark curves—
and then you finally come to a decision to make.” Katherine’s storyboard then uses images of a
plant’s growth cycle which she connects to her journey as an educator. Like her negative
experience with a vocal coach who criticized her looks, Katherine’s briefly mentions that her
first principal disrespected her in front of some parents which became another incident that fed
her determination to prove others wrong. She illustrates that as a plant being overwatered.
As the years pass and you grow, one or two things are going to happen. Either you're
going to be watered just enough or you are going to be overwatered? I think in my first
place of being an educator, I was overwatered. Teachers get overwatered and that's where
that burnout starts. The plant can’t thrive. You don’t die, but you smother and you need
time to dry out before you can thrive again. And if you're constantly being overfed and
overwatered, you're not going to---not going to grow.
Despite dealing with an unsupportive principal, Katherine says, “I felt very disrespected, but I
stayed there because my job wasn’t done there. Despite what happened between he and me, the
kids still needed me.” That determination eventually leads Katherine to a school with a principal
who Katherine credits with developing her potential and helping her to finally understand how to
see children holistically.
When that woman walked into the auditorium—800 kids—and everybody was quiet.
Wow! She used to say, to her own despair, “I’m not very attractive woman.” She was a
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heavyset, older woman, but she called herself “Ms. McBeautiful” and she told the kids
“Surely, if I can look in the mirror every day and call myself beautiful, you can call
yourself beautiful, too.” So then I started thinking, “He doesn't see his value. She doesn't
know her worth.” There's something else going on here. Seeing that happen had me
thinking above looking at a test, one score, one day, one thing; but holistically looking at
that kid.
Katherine perceives this moment as the epiphany that helps her to embody her
professional identity; however, the data suggests that the words of this principal may relate to
Katherine’s prior experience where her looks, something that she cannot fully control, were
criticized by her vocal coach and previous principal. Katherine’s storyboard represents this
motivational principal as the hand that gives her plant food and not just water. She also adds a
brief analogy of a prairie chicken and an eagle to the storyboard as well. When she shares this
story in interview three, it potentially explains her personal search for validation through
professional settings that she feels she can control especially through data performace.
This is a story about an eagle’s egg that fell out of the nest. A little boy picks the eagle
egg up and he placed it in a prairie chicken’s nest. This eagle grew up thinking it was a
prairie chicken and it scratched like a prairie chicken. It only flew as far as a prairie
chicken could fly. And one day, he said “I wish I was that eagle.” The other prairie
chicken said, “Don't give it another thought. That's the mighty eagle. That's the king of all
the birds and you can never be like him.” The eagle didn't give it another thought, and he
went on cackling and complaining about life. He died thinking he was a prairie chicken.
And it says “My friend you too were born an eagle. The Creator intended you to be an
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eagle. So don't listen to the prairie chickens.” So I had to not listen to those prairie
chickens. I had to unwind the weeds.
As Katherine learns from the success and knowledge of this principal, her professional identity
grows but it also validates success of self in two ways: more degrees and endorsements and a
data-driven “track record.” While these may seem like facets of a professional identity,
Katherine believes her teacher identity is so innate that her professional achievement is her
personal validation. As mentioned earlier, Katherine pursues a master’s degree in leadership as
well as a myriad of other endorsements under this principal’s leadership. In support of her
growth mindset, she shares why she desires to learn more in interview one.
The master’s was powerful for me. I didn’t go for money. I didn’t go for recognition. I
went because this was new. I knew I wanted to be in leadership at some point and I
needed to know about it. When I have this need to know more about—then I pursue that
need-to-know-more-about.”
Though Katherine perceives her achievements as results of her growth mindset, her data also
reveals that she still feels the need to validate herself within her profession by obtaining higher
degrees.
I'm not sure I lack credibility. It might just be my perception. I know a lot of times you sit
in a PD and you're looking at someone. “Oh, they just have what?? They’re not a PhD?"
So, I think it's a perception of mine looking at the outside. I think maybe I would feel
better. I wish people would never see credentials, and just listen to the message and see
what you take from the message. But in a professional world like ours, sometimes that
makes a different perception wise.
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Katherine’s other form of validation comes through her “track record” with student
achievement data and school turnaround success, especially with “Title I” students. Because she
learns to view students holistically, Katherine says firmly, “I live my data-driven instruction.” In
the first minute of interview one, Katherine says, “Part of my identity is that if I am going to go
to do a job, I’m going to stay until the job is done.” When I asked her what tells her the job is
done, she shares:
“My data! I've left a legacy whether it's writing curriculum or whether it's setting up
procedures. I kind of feel when my job is done. I've also traveled with another friend, but
we fixed schools. So we went to a Title I school in [place omitted] that was going to be
replaced by the state and in three years we grew them—because I'm a writing teacher—
from 33 percent passing the state tests to 95 percent passing the state tests. That's how I
know my job was done and it was time for me to move on.
Katherine shares she has the same success with her current school as their writing scores have
increased and now the school is a “level-5 in achievement” not just in growth. This is why her
leadership team asked her to apply for a leadership position. This is also the reason she is
returning back to her home state to become a dean of curriculum and instruction at a new school.
Katherine’s self and professional identity have the validation needed because the job is done. In
interview two, she says that the title of “teacher” is not enough for the work she does. She
laughs as she recommends changing that title to “educational ninja” or “educational badass.”
One last aspect of self that emerges in the data is Katherine’s perception that her students
are her children. Though Katherine does not have biological children of her own, the data
suggests that she extends what would be a personal role to acting as a “mother” to her students.
She refers to her students as “my babies” and says, “I tell parents they are mine when they are
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here. I’m going to treat them like I birthed them.” In all three interviews, Katherine interprets
the actions she does to meet the physical and social needs of her students as that motherly role.
She mentions paying for dry cleaning for dirty uniforms, feeding students often, providing them
shoes and clothes, and showing them love. In this role, she is determined ‘to do a lot right for
the children” in her classroom which she says she must do first before being able to focus on
academics.
Research Question 2: Identity and Planning
While participants reference their planning in all three interviews, interview two focused
primarily on participants’ lesson planning. As all participants identified themselves as curriculum
writers, they also see planning as an essential act of their professionalism as well as an extension
of who they are personally. While analyzing the data, particularly for chapter two, I noticed that
answering how identity shapes planning was less clear in participants’ narratives versus how
does reform impact identity through planning. This is due to the current context of the study as
the interview takes place during Common Core reform, and it is difficult for participants to
create an distinct divide between pre-Common Core planning and now. Though the reform
changes are addressed in more detail in the next section, I could not address how experienced
teachers’ identities shape planning without first making mention of the impact of reform.
Identity shapes the substance. While analyzing the narrative threads, I found that the
data showed that teacher identity shapes the overall substance of lesson planning in two leading
ways: the presence of self in planning and the perceived area of professional expertise.
Perceived areas of expertise. For all three participants, the substance of their lesson
planning is directed by their perceived area of expertise. For example, Red perceives her identity
as an expert reading teacher for struggling students, Katherine perceives her expertise in data-
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driven instruction, and Peaches leads with her identity as a social justice advocate. Each of these
identities emerge when participants describe their planning. As mentioned above, however, these
identities also emerge as participants discuss the conflicts they currently face as Common Core
shifted the expectations for lesson planning.
Red’s narrative uses words like “freedom,” “flexibility,” and “autonomy” as she
describes her planning early in her career. This freedom allows for experience building and
eventually Red embodies her area of expertise as a reading teacher and reading curriculum
writer. Her approach to planning exemplifies her drive for student success and especially interest
in reading. As Red explains that the majority of students she taught though her career have been
“struggling readers,” she designs her lessons with things that will “make it interesting” and “fun”
for her students so that they gain interest in reading. Red also says, “I like making it real world”
and shares this example:
I love bringing in real world. Like yesterday, I started off with Nipsey Hussle. “Hey, lets
look at Nipsey Hussle and look at some things and responses in the community.” That
was like an ice breaker for yesterday, and once I did that and let them talk, then I said,
“Okay, now let’s see how we can relate this to what we are doing now.”
While teaching the standards is still part of her expectations, Red believes that freedom to
determine content that will connect with students versus following a required curriculum is best
for her students because they need more “unique” supports and content. In interview two she
speaks about how teaching in alternative schools gives her more flexibility to be creative and
meet student needs.
Let's say if I was teaching a novel. I'll try to incorporate grammar. I'll try to pull
everything I could out of that, and I would make it a project for the kids. I divided it up
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with a rubric and give them this many points for this but I would always include things
for those who may be challenged with reading comprehension. There would always be
“Okay, do a diorama, or you can do an artistic piece, or you can do a poem” so I would
try to vary it. I get a chance to do a lot of different activities within. And I think I'm
always an exception to the rule because I'm not in a traditional setting.
She believes her planning style helps her students “understand the basics” and “feel better
about themselves” which can make them more successful. Because Red identifies herself as a
“bit of a REBEL,” this approach to planning helps her to also connect content to her students.
Because she is so animated in describing how creative some of her lessons were before, I was
surprised when the lesson plan that Red brings to interview two is a no-frills seven slide
presentation she printed. She explains, “We actually don’t do lesson plans; we do annotations”
which includes adding in curriculum scripts into slide presentations for the students. The slides
are based on a district-provided template which she must change daily with information from the
district-mandated curriculum. As Red talks through her plan and the process of “annotating” the
lesson to make the slide show, she does not mention any creative elements or things she has
added to engage her students. Her voice contains no excitement as she explains how her planning
is already structured for her. “It is a template. This stays the same and you just go in and change
it. See, there’s an opening, work time, agenda. It’s pretty much the same and then you go in and
change the specific learning targets.” As Red continues to explain more of the structured
expectations for planning, she also shares in interview three that she feels “drained” because of
the changes. “Watching the changes can be draining because either I am really excited about it or
I’m like “Where did they get this from? Who came up with this?” Once Red shares that she no
longer carries her work home with her as mentioned in her narrative about leaving her bag at
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work, the connection of data across the interviews demonstrates that Red values her planning
when she is able to include substance that will engage her students and build their interest in
reading. That is when her planning is representing rather than restricting her identity.
Katherine’s lesson plans reveal that her perceived professional identity as a holistic datadriven teacher shapes her planning. She brings two weeks’ worth of lesson plans and tells me, “I
wanted you to see a rich thinking of back-to-back plans, how I plan for one activity and look at
my data, and how my next plan was driven by what the kids did on the first week.” She begins
to flip through the pages and adds, “You will see that I am explicit” and I soon realize what she
means. The first lesson she shares is a “reteach” based on assessment prompts data. As she talks
through the lesson, she comments on different sections she calls a “Do Now,” “conferencing,”
“Writer’s Workshop,” “a mini-lesson,” and an “exit ticket” to assess if they met what they were
supposed to.” Katherine talks through each part of the lesson plan and relates each back to the
data she uses and her purpose for assessing students. Table 5 displays these references as
Katherine specifically addresses the plans that she brings to interview two.
Table 5
Katherine’s References to Data in Planning
Lesson Reference

Katherine’s Data Description

Purpose

This was going to be an assessment grade.

Objective

looking at data, really pulling out what I need for daily objectives

Do Nows

Do Nows are always something that’s directly tied into data
Mastery Connect [learning platform] allows me to see life data
automatically.

Writer’s Workshop

That’s why I was so diligent and making sure that I followed the writing
workshop and knew my data on narratives that they wrote earlier.
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Table 5 (Continued)
Katherine’s References to Data in Planning
Lesson Reference

Katherine’s Data Description

Conferencing

I really look at my kids’ data always and at the end of the lesson plan I
list just by last name the kids I need to see per class.
I always use my Do Now for some kind of data if I’m doing
conferencing.
See this list of names that I pulled specifically knowing they would
struggle already from a look at the progress reports.

Content

I gave them the prompt and the information my data said they needed
help on which was dialogue, descriptive words, not necessarily
structure.

Exit Tickets

to assess that they met what they were supposed to do today

Grouping

We pull that data from NWEA [benchmark test]
We pull teacher data to do that.

After sharing her lesson plans, I ask Katherine what the most significant change in her
planning has been. Her response supports the data shared in Table 5.
The most significant thing is that I understand the purpose of looking at data and I'm
going to continue to say this. I have to know where my kids are to get them where they
need to be. It's not just numbers. I continually look at my data, my writing conferences
with the kids. That's what's changed. When I realized that there's value in talking to these
kids and looking at their work side by side and looking at that data along with all the
other things that they give you, that's what changed.
After she tells me this, I asked her when that changed, and she refers back to the principal who
recognized her potential and helped her grow.
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We had data meetings and we were forced to come—I won’t say forced—asked to come
to the table with all this stuff ready to go. And asked that question: What do those
numbers mean to you? What does that number mean to that kid? Two different things.
It’s understanding that, that kid. Yeah. There's all these numbers, but have you talked to
them? The aha moment is when I realized that building relationships with the
combination of academics, you're going to get the best out of that kid.
Katherine is adamant that she “lives” her data-driven instruction to the point that she calls
her plans “a living, breathing document” that she changes daily based on data. When I ask about
the format, Katherine tells me that she designed it because she also wrote the writing curriculum
from which this plan comes. Though Katherine speaks to other teachers’ frustrations with
recently adopted curriculum, she does not experience this as she planned from her own writing
curriculum, which she was asked to do because of her data “track record.” She says, “We
implemented that curriculum three years ago. It went solid. We've been a level-5 school for two
years, but level-5 in achievement, not just growth.”
While Peaches mentions looking at data, her identity as a social justice advocate shapes
the substance of her planning. The content she embeds in her plans even when she is expected to
be teaching from a scripted curriculum is based more on being “culturally relevant” or aligning
to her what she sees her students need. While Peaches does emphasize planning for her student
success, this is done though making a more intentional connection to culture or what they need
“to know in life.” In interview one, Peaches shares that she had to create a curriculum for a
forensics class at one of her earlier schools. She says, “We did a lot of speech, and we did a lot of
controversial topics, morality-based things.” Then, a bit later explains why she feels this type of
content is important.
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I feel like a lot of my job is literally just preparing students for a test that they’re going to
take at the end of the year. However, I tell my students every time you come into my
classroom, I need you to be learning something from me—even if it’s not something
that’s going to be tested on this test, but it’s going to be something to help you in real life.
When I begin my lessons with bell work to grab their attention and things like that, it is
crucial that sometimes it’s not so heavily dense and English related, but just real life,
making them see the value in what it is that they’re going to be doing.
Peaches also describes her planning as using “culturally relevant materials” or “culturally
sustaining pedagogy”. Even though she has been criticized by her administration at time,
Peaches believes planning “real life” content is the “flexibility” she should have professionally
“simply because the kids need this.”
This is where I have really been pushing. When I talk about the flexibility and what I've
been able to do. I typically try to push back for culturally relevant material for my
students. So when I build my lessons, even the one that I brought today, I include things
that are going to be culturally relevant to the students so that they are familiar with a
variety of different genres where they can actually maybe even physically put themselves
or immerse themselves into that particular story or poem or whatever it is so that they can
have a deeper connection with it and then also kind of retain a little bit more from it.
Though Peaches shares that she too had to switch to a mandated curriculum, she points to
her lesson plan she brings for interview two and states, “I had to manipulate this lesson because I
couldn’t teach it the way the district wanted us to teach it.” Illuminating this aspect of that lesson
explains why Peaches labels herself a “risk-taker” as she is “making decisions” or “advocating”
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for students through her planning though sometimes “defending a choice” she makes. Sometimes
this means abandoning her lesson completely.
Once I realized “Okay you got to focus on the kids, focus on what it is that they need to
learn, what is it they need to do,” there were times when I would just have to drop a
complete content lesson to work with them on some hardcore people skills, you know,
just making them character skills, and that's a lesson within itself.
Peaches calls this “making the best professional judgement as it relates to the students
that I have.” Though she firmly believes that her social justice, student-centered approach to
planning is best for her students, Peaches became worn down by “push back” from
administration such as the story in her narrative where she shares about playing a brief
vocabulary rap that her leadership questioned. Instances like this led to her decision to leave the
classroom for higher education where she hopes to gain back her flexibility.
The presence of self. Because participants see themselves as curriculum experts, all three
express a personal investment in their planning. Not only do they see it as a critical act for their
students, it is an extension of who they are personally, the self. As long as participants express
that they have the “freedom” and “flexibility” to determine what and how they teach, their
personal identity in planning is affirmed, but, once their planning becomes restricted or
challenged, such as a mandated curriculum or administrator pushback, they also feel personally
defensive because self is a critical part of their teacher identity. This conflict of self is significant
in that it impacts the degree of investment and ownership that participants take in their planning
and of their plans as well as leads to shifts in professional roles.
Red specifically describes her view of planning as “You being you; me being me. You
teach one way; I teach another way.” When Red can exercise this view of teaching and planning,
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she describes her lessons as “interesting” and “effective.” She prides herself on the reading and
even life successes of her students especially when colleagues and administrators notice.
However, once Red shares the slideshow plan in interview two, her explanation of how she
currently plans becomes more about making “annotations,” “reading the lesson script,” and
“preparing the slide show.” She feels restricted because she cannot add a “personal touch” to her
plans, something that Red sees as making her a successful reading teacher from the beginning.
As she discusses the change to scripted and paced curriculum, she feels the restrictions to her
personal expression through planning.
When I first started teaching, it was really fun because you could, “Oh, I’m going to do
this. Tomorrow, I’m going to act out this.” So to me it takes away from the personality of
the teacher. I might talk about, “One time I was traveling…” I want to put my own stories
in. You want to put that personality, that personal touch, in there and sometimes I can’t
because I am looking at a time constraint.
For Red, this constraint on her planning is conflicting for her personally because she shares that
she feels that her strength is in making connections and building relationships with students but
she also expresses, “They don’t get a chance to see my personality all the time.” Red further
supports her belief that her lesson planning should be an expression of self when she shares, “I
still let my personality come out. I cannot suppress it the whole class. It just depends on time
restraints.” Because Red cannot plan with autonomy, even adding her own personal identity into
her planning is limited and if she is not on her correct pacing, she could get “fussed at” by
administration.
While Red speaks of these planning challenges in interview two, the data in interview
three hints that her investment in planning may be waning due to her limited “flexibility.” In

151

interview one, she was encouraged to keep teaching. ‘I saw a lot of success which encourages me
to keep going.” By interview three, she describes the profession as “draining” and that she is
practicing “self-care” by not “bringing extra stuff home.” She leaves her work bag at work and
says that that it was too heavy on her joints but also says that “you have to be able to let it go.”
While she does not explicitly state this is because of restrictions to her self-identity in planning,
carrying a work bag home is generally viewed as a professional investment in planning. Even
Peaches and Katherine both shared that they bring work home often. Because Red’s planning
autonomy and self is constrained, data suggests that she remains in teaching but has withdrawn
personal investment in planning.
Again, Peaches is similar in the experience of moving from “autonomy to plan” to
working with scripted curriculum; however, Peaches brings in her lesson plan to demonstrate
that because she gained experience in writing her own curriculum, she does not follow the
mandated curriculum as closely as the pacing guide requires. She explains it as, “I just need to
make these few adjustments, and then I can still add in a little bit of me in it.” However, she still
feels ownership over how she makes those adjustments, even as far as creating an “option A and
B” within her lessons. Peaches admits that her planning still takes a significant amount of time,
“10 to 15 hours a week,” and that it “spills over” into her time at home. As Peaches presented
self as altruistic, the data suggests that the time she spends in planning as well as the extra
additions she makes for students, are her extension of her “altruistic nature.” When this is
challenged or undervalued, Peaches feels personally broken because of how much self she puts
into her planning.
Another way that Peaches’ identity shapes planning emerges indirectly from the data.
While the previous section focuses on Peaches’ use of planning content that enacts her social
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justice advocacy, in this brief example of culturally relevant content, Peaches shares that she
inserts cultural material that also reflects her culture.
I just think that because a lot of the things that I do is a little bit more new age. It is very
hip-hop oriented. So when we talk about culturally relevant pedagogy, there's also a
whole different spectrum of like hip-hop based education or hip-hop based literature and
things like that. And the principal that I work for is not for that. He doesn't understand
our culture, but that doesn't mean that it's not relevant, necessary, or effective.
Because Peaches also sees that this approach to planning is an extension of her own cultural
representation at times, this data further supports why she feels personally attacked when her
planning decisions are challenged. Despite this, Peaches believes in her expertise to plan and in
her social justice stance, so she defends her choices and continues to make those adjustments.
Though Peaches does not indicate a loss of investment in planning, she describes being “broken”
and having “low morale” toward the end of her time at the middle school. She shares, “Before, I
self-sabotage anymore or continue to have any of my skills and assets go unused or
unrecognized, I need to adjust. I need to redirect. I need to learn, reflect, adjust, and leave!” She
walks away from her K-12 classroom teaching altogether to enroll in higher learning hoping to
get that “flexibility” in planning back one day as a higher education instructor.
It's frustrating to the students because they know when the teacher is a little bit more
flexible and creative and trying things on their own versus when something just seems
too prepped, like scripted and everything, versus teacher planning being innovative and
creative. Now, I still do that and, I still advocate for that and even hopefully within
making this transition to higher ed, I'll still be able to do that.
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Katherine has a different experience from Red and Peaches even after scripted curriculum
is adopted at her school because she wrote and planned from her own writing curriculum.
Katherine’s presentation of self is deeply embedded in her identity as a professional which
emerges in her planning as well. As shared in her narrative and the threads for Question 1,
Katherine does not separate self from her identity as a teacher. Because she is driven to protect
self through professional validation, Katherine’s professional self-identity emerges as she talks
about her ownership and immense effort of planning, especially planning from data. In interview
one, she discusses the need for validation and how sharing her professional story in our interview
process is validating for her.
When I can sit with you (emphasis toward interviewer) and I can have these
conversations, I feel professional because I'm trusted. I'm validated and I won’t say it's a
bad thing that teachers just need to feel validated, but we're human. Underneath all these
degrees, underneath all this stuff, bottom line is we're human. We're fallible. We're not
perfect and that should be respected. That's when I feel the most professional.
Shortly after this moment in interview one, I asked Katherine to bring in a copy of her
lesson plans for the second interview. She laughed and exclaimed that her plans are “20 to 25”
pages. When she arrived at interview two, she brought a pair of consecutive lesson plans which
total to more than 25 pages. As she explained the two thick, stapled stacks of paper, she says
with emphasis, “I am extremely extra when it comes to plans because I believe if I am going to
take hours to do this, it is a living, breathing document.” Later in interview two, she referenced
the page amount again, “So coming on the second week’s lesson plans—there were 16, 17
pages.” And again, when she is discussing how she uses notebooks to reflect on her data, “If I
am going to spend, how many pages? 42 pages and hours of my time, it’s a living, breathing
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document that can and will change.” Katherine continues with additional descriptions of her
planning as “explicit” and “detailed” to the point that she says her administration leaves her
alone “because these are so detailed, you really don’t have anything to ask me.”
After Katherine finishes sharing her lesson plan and her perceptions of her planning, I
asked what gave her the capacity or expertise to plan as she does. She immediately answers, “I
put my fingers in it.” A bit later in the interview, she connects back to her reference of her plans
as being a “living, breathing document” and says, “This has me all over it” as she touches her
plans with her hands. Katherine tells me that she can “breath life into it” suggesting that she sees
her plans as a living reflection or even extension of her professional self-identity. Even when I
asked about the template she uses, Katherine proudly claims ownership of the lesson plan she
brings to the interview: ‘I came up with this format because I wrote the curriculum.” Though she
adds, “I’m not saying scripted curriculum is the worst thing ever,” she sees that other teachers
are struggling because it “takes away” their personality and what they “went to college for.”
Because Katherine’s self and professional identity are manifested in her planning, Katherine
admits that the is “happy” that she left the classroom before that could be taken away from her.
Her perception of herself as being “extra” in her planning is not only a way of building her “track
record” but it is also her way of validating self to her peers and administration. In interview two
she puts her hand on her lesson plans as she shares.
You don’t see a lot of teachers take the time to list the kids they’re going to see. I’m
thinking about each individual, 157 kids. That’s why this reflects my professionalism. I
think I would lose my mind right now in this scripted curriculum that we have because
literally the teachers have to have the script in hand. This has me all over it.
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Question 3: Common Core and Identity
Though interview three focused primarily on how experienced teachers perceived the
impact of Common Core on their identity, the reform changes are embedded across all three
interviews. One of the glaring threads of data that emerged is that teachers described the
enactment and implementation of reform changes in violent terms that intended to disempower
their identities. Predominately teachers discussed the standardized assessments which led to
administration pressures and scripted curriculum. The perceived violence to their professional
identity also impacted their identities as curriculum writers and led to shifts in their professional
and self-identities. Paradoxically, all three participants suggest a strong professional teacher
identity that is unwavering, yet, as they discuss the recent changes in education, the data suggests
instead those identities shift as a means of protection. This section will discuss how Common
Core becomes an act of violence on teacher identity, limits curriculum writing identities, and
causes other shifts in professional and personal identities.
An act of violence on teacher identity. While none of the participants explicitly state
that Common Core reform is directly responsible for any changes in their own professional
identity, the narrative threads speaks to voluntary and involuntary changes to the professional
identity of all participants through a process of reform-induced deprofessionalization. The data
suggests that while participants may have been supportive of the change in standards, they did
not distinguish between the reform itself and the ensuing issues with implementation at the state
and local level. Though this perceived process may not reflect the true social and political
intentions of Common Core reform, the image below represents how participants view the
process which data reveals is similar for all three. For example, standardized assessments and
standards are generally determined or adopted at the state level; however, because, similar to
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other reforms, Common Core began at the national level and was endorsed federally, all three
participants use “they” to reference an ambiguous group of national “policymakers” as the ones
who developed the new academic standards and pushed out more rigorous standardized
assessments. Participants also use “they” when referring to district or school administration who
are carrying out what Katherine refers to as “top-down” policies. Because of this perceived
process, participants believe that the reform placed them in a dichotomy of “us” and “they” in
which case “us” includes teachers and students. This dichotomy is critical to understanding the
reform impact on teacher identity because it reveals that participants feel that they are placed in a
power structure in which they no longer feel empowered or valued to be experts in their field.
Though participants discuss administration from the beginning of their career, they speak
with more awareness of that structure once Common Core reform brings new assessments and
scripted curriculum. In reference to policymakers, Red shares, “they took the flexibility away
from teachers” and yet many of them have “never stepped foot in the classroom.” Like Red,
Katherine shares the same sentiment about their lack of knowledge of the profession: “They are
not in the trenches with us.” On the other hand, Peaches says she tried to see the bigger picture
and recognizes that everybody from the top down felt certain pressures to increase student
achievement, but her angst is more with how it was implemented locally. She feels that “instead
of professionally dealing with the pressure” her local school administration “just dumped all that
on us.” This also connects back to the participants’ participation in advocacy especially Red and
Peaches’ social justice views. With the implication of reform as abusive and oppressive,
participants view their students as suffering the effects of this as well. Because this also violates
the ethical frameworks through which they teach, their professional identity is more often placed
in a space of resistance to power structures as demonstrated in Figure 1.
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Figure 1. Experienced Teacher Perception of Top-down Common Core Reform Process
Figure 1 is purposefully structured vertically to illustrate a hierarchical chain of impact
and the “us” and “they” separation. This also supports the theme of abuse in participants’
narratives as they use terms of violence when describing their current situations. It is important
to note that participants speak from the perspective of being a victim without realizing or
accepting the victimization. The theme of abuse emerges across the interviews and across
participants as they describe changes in typical educational acts such as planning, observation
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and evaluation, leadership behaviors, curriculum use, and even assessment. The following table
demonstrates the abusive terminology as teachers speak about the reform changes. Words that
appear across participants are highlighted.
Table 6
Participants’ Terms of Violence/Abuse in Reference to Changes of Reform
Participant Red
Terms
push
broken
trauma
constraint
suppress
tells you what to do
threw
restricted
drained
stressed
overwhelmed
broken
fussed at

Katherine
push
trauma
strangulation
squishes
oppressive
smothering

Peaches
push
broken
placed in a small box
stifled
chaotic
reprimanded
placed in a small box
stifled
chaotic
reprimanded
docked
bounced around
shook
rigidly imposed
dumped

Based on the data illustrated in Figure 1 and Table 6, participants believe that the
standards and assessments were implemented by policymakers and led to an aggressive response
from state and local school administration. The focus on test scores forced instructional pacing
and scripted curriculum on teachers. Participants’ descriptive language suggests that they see this
as an act of professional abuse, and the “trauma” of that violence is demonstrated through threats
to their professional identity.
Figure 1 also helps illustrate that each participant views the root of her current
professional conflicts is standardized assessments. Though Red says she “can’t remember if
there was a test back then” when she began teaching, when I asked her why she thinks there have
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been so many changes in education recently, she blames it on “honing in on bad test scores and
the lack of success.” Katherine does remember a test in her early career, but she says, “The state
test way back was easy. Today, it’s a totally different thing. It scares me when I look at the
questions.” Peaches’ experience with testing is different because of her early transitional years;
however, once she is hired for a “real job,” she explicitly states that she is hired to “get kids
ready for the writing test.” Though each participant’s experience with assessment varies, Red
summarizes what the data from all participants reveals: “everything revolves around testing.”
As I read and reread the extracted data specifically around Common Core reform, I
noticed that while teachers were not against the use of testing, they felt that the limitations placed
on them because of the emphasis on test scores stifles their professionalism since they are just
“teaching towards a test” as Peaches labels it. Even more frustrating for participants, especially
Red and Peaches, is that the focus on testing performance led to the implementation of what all
three participants called “scripted curriculum” and enforced pacing. Each participant uses the
word “flexibility” to reflect on their earlier teaching career; but Red and Peaches, who are
eventually required to teach from scripted curriculum, discuss the limitations they now have on
decision making in planning as well as being able to take time to address student needs.
Katherine leaves the classroom before having to use scripted curriculum; however, she discusses
what she sees happening to other teachers and the frustration she feels with pressures to increase
student performance on what she calls a “numbers game.”
Stifles curriculum writer identity. For both Red and Peaches, their flexibility to plan
decreases as their district began implementing Common Core reform. Katherine, who wrote the
writing curriculum for her school, does not lose that flexibility but sees it happening to others
around her. As each participant perceives her professional identity as a curriculum writer, that
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same identity is also a significant source of conflict. Each participant describes the current
situation in the profession as teachers having and then losing autonomy not in the act of planning
but in being able to make intellectual decisions about content and student engagement. Though
all three affirm an identity conflict in their planning due to reform changes, each participant
engages in the conflicts differently. Red enters a space of passive compliance with limited
intellectual input in her lessons; Peaches still attempts to enact her intellectual autonomy but this
forces her into a space of defensiveness with administration; and Katherine leaves the classroom
before she has to engage in that space of conflict.
For Red, this is particularly restricting to her identity as a curriculum writer. In interview
one Red speaks with excitement when describing the lessons that she planned for books like
Holes and Stuart Little, as well as the projects and field trips she arranges for students. As she
speaks about her current planning in interview two, Red explains that she no longer technically
plans her own instruction. Instead, she shows the printout of the slideshow that she creates as her
plan and explains that she is doing “annotations,” reading scripted lessons, and making sure she
has “everything prepared.” In fact, Red shares that she does not even turn plans in anymore since
all teachers follow the same scripted curriculum map. Red describes this “robotic” process in
interview two.
“It's almost like robotic. You know everybody follows the same. We used to have to
submit it but now we don’t. It’s already done for you, your speech and everything. It’s
more presentation for the kids. Originally when we they started, principals, because
they're of course administrators, were still in the habit of “turn in this, turn in” so it was
like a big issue. Everybody is like “Wait a minute! It’s redundant. We turn this in but it's
already—it’s online.”
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Red believes this process including the curriculum “isn’t sensible” for her or her students.
She still plans but her actions of preparing for lessons from the script requires cognitive labor but
does not utilize her expertise and creativity as a curriculum writer. To meet job expectations, she
has to ensure she is prepared to teach the lessons, but the act of planning is not hers. In fact, she
has to restrict her own thinking as she reads through the materials because she might think of
other ways to teach it. She explains this process of planning in interview two using the printed
slides she brings.
First, I read over what the lesson is going to be about, and I have a template that I use. So
it's just pretty structured. Even in the reading that you do is still set up kind of like this in
the reading. It tells you what you're going to do in the opening, what you're going to do
with materials you're going to need, the vocabulary; and, of course, I've read the text.
So whatever chapter they say we're going to cover—and the next chapter—I’ve already
read it and I'm thinking about. When I read the chapter, I have to kind of read this first
and not read the chapter first because when I read the chapter all kinds of ideas are
popping in my head, and some of them correlate with this. Some of them are on time like
“Yeah, that’s what I would have done.” I look and see what we're covering what was
going on and then I go and read it, and that's it. The majority of the time is spent doing a
PowerPoint because the PowerPoint is something visual—they can see it and it keeps you
on task. It requires time, you know, with the planning. You’re real detail oriented. You
want to make sure you got everything, you know, in the right place. You're touching
everything that you're supposed to be. So, I think professionally I want to do what it says
I'm supposed to do.
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Red knows that her students need additional support with the “basics,” but she cannot
focus on that as much because she must keep up with the district pacing guide each day. She
thinks the curriculum is “not for everybody” especially her students, and yet, she is on a “time
constraint” to get it done. When asked what was most important about her planning, she reflects
back to when she had more autonomy to plan for student needs. She says, “Having a lesson that
was fun and something that the kids could relate to and that they can learn from. And the most
important is that I could pull as much out of that piece, as many skills. That was my thing. I like
to squeeze the lesson for all that I could get.” Red perceives that her expertise in teaching
struggling learners to read would be more effective if administration would just “give teachers
back autonomy.” She expresses, “I think planning has always been important, but I think you
created your own plan because they figured you were the professional.”
While Red explicitly mentions the restraints of the scripted curriculum on her planning
and instruction, she indirectly reveals another way that this change has impacted her identity as a
curriculum writer. However, Red does not speak about this with a sense of awareness. Her
narrative mentions that she is still writing curriculum for her district through a fellowship;
however, in interview two Red mentions that she is instead working on the curriculum maps for
the district and not writing new curriculum. I realize that these are the same maps that she feels
restricted in following because of administration scrutiny.
You have a curriculum map that has every day of the month. So, if it says July 23rd, you
are supposed to be doing this. The administrators come in, and when they come if you are
not where you are supposed to be then that’s going to be an issue. I’ve never gotten a
complaint because I’m pretty much on target.
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Ironically, despite her experience in writing her own curriculum and believing she knows what is
best for students, Red does not seem aware that to continue enacting her professional identity as
a curriculum writer, she must participate in setting the limitations of that same identity. Then, to
be in compliance with her job, she also must follow the same restrictive pacing that she does not
believe is best for her students. Common Core reform shifts her role from being an autonomous
curriculum writer to a compliant employee. She admits that she wants to do what she is
“required to do” but to do so means shifting away from her curriculum writing identity.
Like Red, Peaches is also frustrated with the scripted curriculum, but instead her
frustration is directed more to her administrators who are enforcing the curriculum and pacing.
Peaches remarks, “It’s very strict and strategic, so it’s not as flexible,” but she is adamant that
she still adds culturally relevant content or the “personable touches” she feels are best for her
students. Because of this resistance, she is often scrutinized by administrators when they observe
her class and feels she must “defend” her job. Like the example in her narrative where
administrators challenged her “Option A and B” lessons, she also tells this story in which she is
questioned for showing a two-minute vocabulary video; she places heavy emphasis on “two.”
Basically, I was questioned about a decision that I had made, which I used the Common
Core standard. I had some different hooks to capture their attention and get them excited
because I am teaching sixth grade and definitely want to keep them as involved as much
as possible. So, I used something that was more near and dear to my students. It was like
a little rap, and it had different vocabulary that they were going to be learning. To be
honest, I was questioned about why I did that because it was two minutes.”
Peaches mentions several other times like this where she is questioned on something that she
does to engage her students culturally or socially to support their needs. Interestingly, these are
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the only longer chunks of narrative in her interviews which suggests that her identity is most
threatened in this space. When I asked her in interview two what makes her feel least
professional, she responds: “when my expertise and knowledge of what I am doing is stifled and
boxed.” This also provides more insight on why these narratives are significant. Eventually,
Peaches says this makes her feel “broken” and “completely undervalued,” so she decides to leave
the classroom.
Katherine also ends up leaving the classroom but for a different reason than Peaches.
Whereas Peaches conflicts with administration for what she adds to the mandated curriculum,
Katherine plans from her own curriculum she wrote. Because she believes that her data proves
that her curriculum is effective, Katherine leaves the classroom before being required to teach
from a scripted curriculum. Though Katherine maintains her identity as a curriculum writer, the
reform changes that introduced scripted curriculum in essence forced Katherine out of the
classroom. Katherine explains leaving the classroom in terms of her desire to be in leadership;
however, as demonstrated in her narrative, Katherine’s professional identity is grounded in her
data or “track record.” Katherine believes that shifting to the Common Core assessments and
scripted curriculum would not only negatively impact her data but also means changing her
curriculum writing to “teach to the test.” Katherine does not feel that these shifts are in the best
interest of students or teachers; thus, her response is to leave the classroom before having to
submit to these changes.
I have that fear through the ones that that see kids as a dollar sign or through the ones that
see the kids as a test score to increase those dollar signs. You know this is a hard balance
to hold. I want the kids to do well on the test. I want them to be critical thinkers. But
where is going to be that that joining line? It’s a numbers game. You always had those
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tests but when your school was now going to be funded by this, your staff individually
judged by test scores, then it becomes less of the idea of growing critical thinkers. It
becomes the idea of growing bubble keepers.
She believes that the testing now comes from “the ones who see kids as a dollar sign” or “as a
test score to increase those dollar signs.” Katherine no longer feels that the test is helping her
students be “critical thinkers,” and the constant admin pressure to see “10% increase” is creating
competition but not student achievement.
What I would hope it would be is someone gets that light that says, “We're asking the fish
to climb the tree.” Am I saying scripted curriculums are the worst things ever? I'm not.
But you're taking away what I went to college for; you're taking away my personality. So
I think the further we go into these box curriculums, these scripted curriculums, it might
work for Lucy, but it's not going to work for Johnny. But what do I do? Until we think
about that equality piece—that scaffold, not rescue piece in the classroom, testing makes
it a competition. Until we remedy that learning piece too, we don’t ask kids to problem
solve. We ask them to bubble. We tell them the problems they have. We don’t ask them
for problem solving.
Katherine sees the use of scripted curriculum as “still standardized. Somebody’s going to
be allergic to it.” Katherine explains that by “allergic” she means the curriculum will not work
for her students because it does not consider the social and emotional needs of her Title I
students nor is it “scaffolded” for them. In interview two, Katherine says that she will just keep
teaching her own curriculum that she knows is best for students: “When you can promise me that
those kids will not be left behind, then I’ll listen to your policies. But until then, I am going to
close my door. I am going to do right for the children in my room.” While this data suggests
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Katherine has an empowered identity as a curriculum writer, in interview three she shares that
instead, she leaves the classroom for a leadership position because she knew that eventually she
would be forced to change and she refuses to do so. She also believes that the changes in
curriculum are a threat to who she is professionally.
We are professionals. We went to college for a long time to do what we do. But we are
treated and given this scripted curriculum. We are treated and given this evaluation. We
are treated and given this negativity. If you don't do X, Y will happen. Who does that
except for our profession?
Shifts in identity. Katherine states in interview three, “We don’t want to survive; we
want to thrive.” She is speaking to stresses she is seeing herself and other teachers undergoing
because of the testing pressures, scripted curriculum, and enforced pacing. An additional
pressure that all participants mention are the constant program changes that are out of their
control as their districts try to improve test scores. The data reveals that, because of these
pressures and changes, participants feel that their perceived effectiveness as a teacher is
restricted and that they cannot meet the needs of their students. Both Red and Peaches discuss
their increased social justice role more than before because now they feel they are in a struggle
with administration or frustrated with curriculum. Rather than being able to truly live out social
justice by teaching students, instead these experienced teachers feel their time is either consumed
with fight against the changes or wasting their professional intellect through compliance. This
fight is personally and professionally exhausting, something Red labels “teacher trauma,” which
eventually pushes Peaches out of the classroom. Red explains that she feels the same type of
exhaustion, but, rather than leave the classroom, she has shifted to more of self-preservation to
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avoid the stress of work trauma. Each participant is clear in that their core identity as an educator
remains unchanged; however, the roles they play have shifted through Common Core reform.
Though Red participates in curriculum mapping for the district, within her classroom she
sees it as causing her ineffectiveness with students. She no longer can see the success from
before curriculum changes in Common Core. Red explains what it is like teaching the scripted
curriculum instead of what she sees is best for her students:
Even now with the curriculum we have, we have a lesson a day. Some of the lessons are
45 minutes and some are over 60. If you have a classroom and you're looking at the
standardized test and they're on like on a third-grade level, fourth-grade level,
kindergarten—you may have one that’s on level. How are you going to go through a
lesson that’s coming from a novel? How are they going to read the text and be able to do
the activities, the protocols that are required, if they’re struggling to read? It doesn't make
sense to me, and that was one--that's one of the things that has changed so much from
when I first started teaching. Because when I first started teaching, I had more autonomy
to say. “Okay, let me pause right here.” I'm going to get this group- “You all are going to
work on this. We're going to work this.” Now, if you get evaluated, they have the guide,
the pacing guide, so you supposed to be here right here at this point, and if you’re not
here, then, it's a problem.
Because of the enforced pacing and inability to pause and help her students, Red says she is not
even able to teach grammar or writing like her students need. She even says that she has to read
most of the material to them.
That is where the stress comes in. I am reading all day. When they hear me reading, they
can comprehend or understand. But if I tell them the assignment, to go home, read, or get
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the gist of it, when they come back, it’s like “Ummmmm, I don’t know.” That’s like
pulling teeth.
A bit later, she explains again that having to feed the materials to students to meet pacing
requirements is also limiting her ability to help students think critically.
They can’t think independently. It’s like every little thing you have to give to them. We
are front loading. We're doing everything. We’re reading to them. When it’s time, for like
high level thinking, they can’t. I have only a couple that can do high order thinking skills
or thinking outside the box. So there has been a significant change, and it's like
depressing when you think of that.
Red believes that the overemphasis on test scores and academics has taken away from
“behavior that should be addressed” and ignoring the “social and emotional needs” of her
students. Since she is unable to plan what she feels is best, then her students are less engaged,
and the behavior issues have gotten worse. Whereas before Red believed that she could help her
students be successful, the changes in curriculum and planning expectations have limited that
success which shifted her into feeling angst as now she questions the social justice aspects of the
reform. She is afraid that her students are socially and politically viewed and in “groups of
people who are not going to excel ever.” Though Red does not specifically address her position
as an African American woman in relation to her students, when speaking about the “unique
culture” of her school, she alludes to criticisms that educational systems are “targeting black
boys” but also not “educating them.” Red feels like she is participating in the same system that is
holding her students back. Even as she participates in writing the curriculum maps that limit her,
she believes that more “teacher input” and “autonomy” could give her students hope.
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Unless we address these social issues first, we’re going to always have a disproportionate
amount of young black boys that are in juvenile or incarcerated. And they are being put
out here uneducated; they don't even have hope. A lot of the boys out there, they don't
even have a dream. Like “What are you going to do five years from now?” They tell you
“Uhhh, I don’t know; I might not even be here.” And they are right. We don’t need this
same curriculum that the traditional environment has. We need our own curriculum, so
we could give them hope.
Even though Red expresses her concerns from students through a social justice lens, she
feels that her ability to change the situation is limited. Instead of fighting back as Red and
Katherine see themselves doing, Red shifts from an overachieving REBEL for the underdog to
being in a state of self-preservation but still teaching and curriculum writing to maintain her
professional identity. She says the profession has “drained” her and that she is now focusing on
“self-care.” Red even shares a brief story about an irate parent who almost ran over Red’s foot
with a car. At that point Red says she asked herself, “Is it time for me to go home?” and then
tells me, ‘This is why I am doing a lot of things for my health.” Though Red says that she hopes
to remain teaching until she retires, she can only stay if she has hope for her students or they give
teachers back their “autonomy.”
Like Red, Katherine is committed to remain in education because she feels that her
identity is innate and “no reform” would ever cause her to move. However, unlike Red or
Peaches, the data suggests that Katherine was more likely supportive of Common Core
especially due to her emphasis on using data. She also did not view the reform through the same
social justice lens as Red and Peaches and was the only participant who did not have to use a
scripted curriculum.
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No reform has ever caused me to think about moving to a school or moving from a
school. Common Core can’t have an impact on me moving to one school, but
development and growth did; it was developing growth around Common Core. It wasn't
Common Core that did it. It was the lack of or the ability to grow and understand. They
think if you have all these degrees, you've got it. No, it's much more than that.
While Katherine gives reform little credit for impact on her professionally, the data suggests that
Katherine does not see the paradox in her statement. The changes in reform she has discussed
such as the assessments and standardized curriculum actually leads her to shift her position at the
school as well rethink her data-driven focus. Because Katherine believes that she knows what is
best for students based on her “track record,” she does not agree with the reform changes
happening nor on the emphasis on test scores. Katherine’s role as a data-driven teacher is
challenged to the point that she must become more of a data-defender of her students. Katherine
admits that the administrators “pile on too much too quickly” and that “testing makes it a
competition” even to the point that data becomes “bullying.” Katherine reveals, “They [schools]
show test scores. Why? To embarrass—this is my personal opinion. I disagree about putting
charts up with the kids’ names. That's not anybody's business. It's bullying.” Katherine explains,
even with this emphasis on data, “I don’t know that I have yet to see an intellectual shift.” She
also does not see how Common Core has been able to help teachers help students.
You researched and you studied. You had the PDs with those Common Core people.
You had the PDs who showed you what it looked like, sounded like. But then again
that’s all theory. When you're sitting in front of 30 kids with 30 different diagnoses. What
do I do there? Poor Johnny can only list, but Amber can synthesize, but they're all going
to take the same test. I struggled.
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Katherine not only changes her focus on data to more about meeting students’ social and
emotional needs, but she also leaves the classroom for a leadership position. Katherine already
hoped to be leadership before, but she also mentions that she is “happy” she left the classroom at
that point because it was becoming “oppressive.” Katherine shifts into a space in which she can
preserve her teacher identity without having to lose her track record, and yet, her professional
identity shifts from teacher to leader. In this, she validates self and professional identity in
achieving a leadership position.
At one job I was told I wasn’t enough--went back in where I was familiar there--the
classroom. So, here I'm academic coaching; I’m also feeding people. I don't listen to
people. So what? you didn't agree with me? So what? I did what I had to do--went back
in the classroom and because of that I was awarded with Teacher of the Year, I was
awarded with Dean of Scholars, but at the end I've learned I'm still blooming as a new
director of curriculum and instruction.
However, in this achievement, Katherine has ironically crossed the dotted line in Figure 1
from being “us” to being “they.” She hoped that this would help her make the “biggest impact”
but toward the end of interview three she shares a story that reveals that not too long after
shifting to administration, she is alarmed that she too quickly began thinking like “they.” In
interview two, Katherine desires that her administration “recognize that I am a human being” and
“come into my classroom and ask me how I am doing” rather than just keep adding pressure and
changes. However, when Katherine becomes an administrator by interview three, she causes a
teacher to cry. Katherine reflects,
I stopped—just a few minutes in this new position—understanding what it’s like to be in
the classroom for those kids and the struggle and the need. I lost my professionalism for a
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minute because I stepped into a new position. I lost my identity for this split second.
Instead of asking, ‘How can I help you?” I was like, “Get that done!” Katherine’s data
suggests that this shift into leadership is difficult because she says, “I am a teacher
because I live and eat and breath what I do” and yet, she has crossed into a different
reform dynamic.
Like Katherine, Peaches decided to leave the classroom, and like Red, Peaches also saw
the need to protect herself. As the conflicts with administrators grow, Peaches feels her role as a
social justice advocate is challenged and yet intensified. In this space, Peaches shifts her role
from advocating for her students to advocating for all students. Though she sees the “vision” of
Common Core reform as trying to ensure everyone has “common ground,” she says the
implementation of the pacing, curriculum, and “constant change” felt “rigidly imposed.”
Peaches admits this felt “confusing and misguided,” but her concern was more for the effect it
had on students. The advocacy shifted from defending her classroom decisions to defending
students on a global scale.
We're still not as culturally sensitive, explorative, sustaining, or motivating to our
students. We're not meeting our kids where they are. We're not tapping into the things
that are going to take them to that next level, to that global level. We have some cuttingedge opportunities. But until we get out of that western frame of mind where only a
certain group of individuals are going to be successful. Until we get out of that ideology
and start to think about the whole child, not just the whole child as in, you know one
individual child but the whole as in every child in this nation, we’re not going to get to
that cutting edge of global education.
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This shift in advocacy combined with what Peaches referred to as being “broken by a system”
also causes a shift in her career identity. She feels that “she is putting on a show” when someone
comes to her classroom and that her expertise “skills weren’t used” or valued by admin. So
rather than switch between authentic teacher identity and an imposed identity which Peaches
calls “self-sabotage,” Peaches leaves the classroom to pursue a doctorate degree so that she can
teach future educators as well as research “what’s working and what’s not working with kids.”
Toward the end of interview three, Peaches mentions that she thinks the next education reform
movement may be “globalized social justice.” This data suggests that Peaches shift from
classroom to global advocate is her way of preparing for or participating in this reform. Peaches
adds, “Until we can step away from teaching towards a particular test and really start to think
about things that are going to be culturally relevant and culturally sustaining for our students and
start working toward teaching the whole child, then we are going to keep this continuous cycle.”
In interview three, as Peaches shares her storyboard, she also shares that she has left the
classroom in pursuit of a doctorate degree and hopes to share her professional experiences with
future educators. Though Peaches saw the value in what Common Core was supposed to do for
students, it did not allow her to live out her social justice beliefs in the classroom. For Peaches,
this shift in her identity is her way of fighting for justice on a larger platform.
We can truly make a difference if we reflect on history and actually learn from it.
Because we're not moving forward if we're not giving back and if we're not focusing on
the things that maybe didn't go as well while also paying attention to the things that did
go well, and I think that that is a key thing especially as it relates to education as it relates
to teaching. I think that I'm going to continue to be a lifelong learner, you know, so I'm
going to continue to embark on PD whether it's required or not. I'm going to continue to
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give back to my community and just continue to educate youth not only youth inside of a
classroom, but within my community, within my own home. Yes. I do look forward to
retirement at some point. But even with that I think I would still continue to give back by
moving forward. I will still continue teaching but more so on the higher ed level and
actually use my experience to help future educators and counselors.
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Chapter 5
Conclusion
The purpose of this research was to better understand how experienced teachers perceive
their professional identities and how those impacted their planning. Within that space, the study
also hoped to shed light on how reform interacts with identity and planning. I sought to use a
narrative inquiry approach because of my stance on pragmatism in education and the belief in the
power of stories to teach future educators as well as reform education (Connelly & Clandinin,
1999). Using narrative inquiry, I interviewed three public middle school ELA teachers with 10
or more years of experience. The data was analyzed using Clandinin’s (2013) three-dimensional
space narrative coding as well as Saldaña’s (2016) cycles of thematic coding.
This narrative inquiry used a theoretical framework grounded in Dewey’s (1938) theory
of experiential and transactional learning as well as Rodgers & Scott’s (2008) professional
identity theory. The narratives and storyboards of these participants revealed that experienced
teachers not only perceive their identities through the four facets of contextual membership,
emotional and relational labor, multifaceted shifts, and storytelling, but that they also believe
their professional identity is an extension of their self-identity. The findings also suggest that
there is a core identity of self and profession that seems to remain stable despite shifts in roles or
other memberships. Each participant describes a moment, event, or process in which she believes
that she embodies her teacher identity and self harmoniously which contributes to the decision to
remain in the profession. When their professional identities are discussed in relation to their
lesson plans, this study suggests that teacher identity as well as self also play a critical role in
planning. Because of this role, reform changes enact traumatic restraints and forced shifts to
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teacher identity particular in the space of planning. This study was driven by the following
research questions:
1. How do experienced teachers view their professional identities?
2. How does an experienced teacher’s professional identity shape planning?
3. How has the Common Core reform had an impact on experienced teachers’ professional
identities?
This chapter includes a discussion on the conclusions drawn from this study which are
organized in the order of the three research questions: perceived identity, lesson plan shaping,
and the identity impact of reform. This chapter also includes implications, recommendations for
practice and future research as well as the limitations of the study.
Conclusions on Experienced Teacher Identity
After I answered the research questions using the data, I referred back to the four facets
of teacher identity as defined by Rodgers & Scott (2008): contextual membership, emotional and
relational labor, multifaceted shifts, and storytelling. My findings demonstrate that as
participants discussed their own perceived professional identities, they primarily viewed
themselves more through their contextual memberships and acts of emotional and relational
labor. Once participants began sharing their identities in relation to Common Core reform, the
data reveals challenges to the identity facets of contextual membership and emotional and
relational labor which then lead to explicit and implicit shifts in identity and roles. While identity
theory and teacher identity theory both recognize that identity is unstable and ever shifting, the
nuances in the data suggest that there may be a moment or process in which self and profession
merge to form a more stable core identity that potentially remains intact despite other changes or
role shifts.
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Experienced teacher identity is formed through transactions with leadership.
In alignment with the emotional and relational labor facet of teacher identity theory,
participants each indicated that their decision to remain in the profession followed a moment or
process in which they embraced their teacher identity. For each participant this was the result of
a relational transaction with one or more school administrator (Rodgers & Scott, 2008). This
indicates that participants further constructed their professional identity through these
transactions of learning, gaining feedback, and applying their learning (Biesta & Burbules, 2013;
Clandinin & Huber, 2005; Dewey, 1938; Reason, 2003). As Hargreaves (2001) refers to these as
emotional geographies, these interactions were responsible for both positive and negative
constructions of identity. In alignment to teacher identity theory and emotional geographies, a
participant’s decision to remain in a position or feel professionally successful was dependent on
the value or quality of the relationship with an administrator. For Katherine, this relationship
took place with one principal who recognized her potential and helped Katherine flourish while
at the school. Katherine also learned by observing this principal and engaging in the acts of
teaching and learning together (Blake, 2003; Crotty, 1998). Red did speak consciously of a
particular leader’s influence; but she does reference a principal who saw her potential to write
curriculum thus shaping that aspect of her identity. She also mentions another principal who
noticed her success in teaching reading to struggling learners and asked her to move to
alternative education leading to another important role and shift in her teacher identity. Peaches
also shares about a principal who tries to help her remain in her position rather than being
transitioned out of the school, but her most significant moment, in which she tells a story, is
when the principal overheard her in the interview and finally gave her a “real job.” That principal
motivates Peaches by recognizing her potential as she begins teaching.
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While the findings share that all three experienced teachers attribute some of their
identity building to relationships with administrators, this also connects to the theory in that
interactions with leadership can also produce negative geographies (Bowers & Parsons, 2016;
Davey, 2013; Dewey, 1938; Hargreaves, 2001). Peaches and Katherine both specifically describe
as harm to their identities. Peaches not only speaks about a principal who does not understand
her cultural references in her lesson plans but also about multiple leaders at her last school who
challenged her professional judgement so much that she left the K-12 classroom. Katherine also
shares a negative public experience with her first school principal that causes her to eventually
leave the school but also urges her to prove him wrong by working harder to become a
successful teacher.
Experienced teacher identity is a process of merging self and profession.
As I considered the themes that emerged from the data in relation to professional identity
theory, I kept coming across similar points in the data where I could not comfortably place it
within one of the categories. Eventually, I realized that I had to conceptualize the possibility of
an additional aspect to professional identity theory. I still could not reconcile that this was a fifth
category to Rodgers and Scott’s (2008) four facets of teacher identity theory, but instead that
substance through which all the other categories had to intersect. That substance is a “core”
identity of self and profession as one. The theory and literature for this study recognizes that
identity is unfixed and continuously fluid with multifaceted shifts (Gee, 2001; Rodgers & Scott,
2008). However, even within the facets of professional identity theory, all three participants
return to and embedded their reflections in their personal selves or the conflict in which their
personal selves and professional selves existed. Participant data suggests that there is a process
and/or moment of developing a core identity that begins with the early formation of self-identity
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and eventually attaches to a professional identity. In alignment with the literature, Danielewicz
(2001) speaks to forming a professional identity which requires a commitment to self. Once the
self and professional identity merge, the individual then perceives him or herself as embodying
the identity of teacher. Initially, those two identities engage in transactions in and out of conflict
and harmony until some epiphany-inducing moment or process occurs and the self and
professional identity merge into a more stable core identity. Then, the transactions afterward
occur with a two-part core. For each participant, this moment was shared through a brief but
concise narrative that was unsolicited by the researcher. The presence of these stories indicate
that this core identity may be essential for a teacher to remain in the profession or even consider
themselves experienced.
The data also suggests that a core moment of personal self merging with professional
identity may also influence an experienced teacher’s perceived expertise. All three participant
stories reflected the same area of expertise in which participants described their leading identity.
For Red, her core identity came through seeing success from her reading instruction which led to
her identity as a curriculum writer and was again validated when a previous leader asked her to
move to alternative education. Peaches, whose identity is grounded in an altruistic desire to help
others, did not experience her core identity until she landed a “real job” where she finally had a
stable teaching position to help her own students rather than subbing. Katherine, who believes
that her teacher identity is innate, still describes the moment her teacher and personal identity
aligned when she learned to see the value of the whole child launching her into an identity that
embodies data-driven instruction that validates her effectiveness as a teacher. With self and
professional identity at the core, both aspects of this identity are validated by this perception of
expertise, and it confirms for each participant that she is living out a purpose.
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This potential merging of self and profession is important to the purpose of this study and
the current literature on teacher retention. The data suggests that prior to merging, the teacher
may be more likely to leave the profession because if conflict arises, self is most likely the
leading identity. After a core identity is established, multifaceted shifts and conflicts still occur,
but the professional identity seems more stable and experienced. Conflicts such as issues of
reform or clashes with administration cause the entire core to shift as it tries to protect both self
and professional identity simultaneously. Though inseparable, the balance of the core is based
on harmonious transactions with environment (Dewey, 1938). Once this core is formed, any
transaction that occurs is thus engaged with both self and profession. If these transactions are
not harmonious, then there is potential for either a greater loss of self as the individual engages
the professional identity or the opposite, preservation of self at the expense of a weakened
professional identity. That conflict continues until either harmony is restored, the individual
shifts education roles, loses investment in the profession but remains, or possibly leaves the
profession entirely. While none of the participants in this study saw leaving the profession as an
option at that time, both Peaches and Katherine changed roles to retain their professional
identity. Red does remain, but questions whether she should and instead shifts to preserving the
more of the self of her core which reduces her level of engagement professionally.
Experienced teachers view their identity on a continuum of advocacy.
Each participant describes their reason for becoming an educator on a continuum of
social advocacy. Red and Peaches, who also share the same racial identity as many of their
students, lean more strongly toward a social justice perspective and view their education work
with more criticality. Katherine, who does not share a racial identity with her students, views her
work as more of a social work in which she feels driven to meet her students’ needs to help them
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have equal opportunities through increasing student data. The presence of this continuum and
Katherine’s reference to “heart work” which Red and Peaches describe differently and view as
social justice work directed me back to recent literature on teacher identity in terms of systemic
oppression and justice. Through a critical lens of social justice, even the presence of a data
driven accountability system is a system of violence and oppression rather than an equity tool,
something that Red and Peaches nuance in their data (Dover, Henning, Agarwal-Rangnath, &
Dotson, 2018). While critical theory and intersectionality were not named as the purpose in this
study, it is important that I address the emergence of these in the data. As I considered the
differences in discourse between how Peaches and Red describe their social justice perspectives
and perspectives on their role in education and how Katherine discussed meeting her students’
physical needs to help level the playing field, the work of Collins (2019) and intersectionality
spoke to this data. Though I will not spend time on this, it is critical to mention the nuances in
data that racial identity influences where these participants fall on the continuum of advocacy,
and reiterate Collins’ (2019) discussion that African American women are “better positioned” to
see “intersections of racism and capitalism” because of the “specific problems that African
American women experienced within broader power relations of racism, heteropatriarchy,
capitalism, and nationalism” (p. 159). Because Katherine has not experienced these intersections
in the context of an African American woman, she does not view her advocacy through a lens of
systems of oppression.
In viewing the data through teacher identity theory and the connected literature, this view
of the profession as social advocacy aligns to the identity facet of emotional and relational labor.
As a large part of data falls within this emotional space, this refers back to the literature in
identify formation of emotional geographies and the human interactions and relationships that
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teachers experience before and during teaching (Hargreaves, 2001; Rodgers & Scott, 2008). The
data exemplifies this emotional and relational through the beliefs that each participant has about
teaching. Red explains that she always wanted to help the “underdog” so she initially chose a
caring profession like nursing before switching to education. Once she establishes a successful
relationship with her students through her reading instruction, this emotional geography to the
demographic of students is created and even moves her into working in alternative education.
Katherine always believed that she was a teacher, but that identity is authentically
realized through a healthy relationship with an administrator who also taught Katherine how to
better build relationships with students. Peaches created her emotional geographies early through
her various tutoring relationships, and then furthered her geographies as she worked with
students in counseling and then her classroom. She too found a relational geography in the
leader who hired her for a full-time position and then encouraged her to grow in her professional
identity. All three participants develop these emotional geographies that provide a foundation for
the way they view their life purpose, both professionally and personally, an almost stabilized
core. This is also why conflicts within these emotional geographies can injure identity as well as
cause the role or identity shifts as seen in the data, referred to as “relational phenomenon” by
Gee (2001) (Akkerman & Meijer, 2011; Biejaard, et al., 2004; Rodgers & Scott, 2008).
Planning is the “silent” battleground.
Clandinin and Huber (2005) reflect on the memberships that teachers have as the terrain
of their past or present lives. These memberships may exist across a variety of social, cultural,
and political contexts; however, as Hilferty (2008) shares, there is still a shared culture, body of
knowledge, or role description that can more specifically define a collective subgroup despite the
individual members other memberships. One of these memberships is what Clandinin and
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Connelly (1992) refer to as curriculum maker. Participants refer not only to lesson planning but
also a specific identity as curriculum writers once they are given the autonomy to create the
curriculum for their classes and they viewed it as successful with students. Out of this process
from lesson planners to makers, emerge stories of lesson successes, personal and professional
creativity, cultural connections to students, and a collective empowerment that embeds a
perception of expertise in participants. In essence, participants view it as the space where self
and professional identity should find harmony.
Also, in alignment with literature, participants demonstrate that lesson planning is a
critical part of a participants’ identity (Danielewicz, 2001; Goldstein, 2014; Hall & Smith, 2006;
Savage, 2014; Shawer, 2017). Because it is a space in which the self and professional come
together in anticipated expressions and expertise, the space of planning and curriculum making is
also the battleground on which the perceived power structure of “they” and “us” inflicts identity
restrictions and harm by limiting the expertise and personality of participants. As participants
discuss their defensiveness, frustrations, and feelings of oppression through their lesson
planning, the theme of teacher trauma emerges as participants discuss how and what they plan is
constrained and challenged by administration. The data also suggests that the actual plan itself
may or may not reflect the participants’ core professional identities, but each physical lesson
plan shared in interview two contained elements of enforced changes due to reform expectations
and implemented policies as explained by the interview data. Even as participants try to plan
from a scripted curriculum and add their own elements, the scrutiny of administration and the
pressure of test performance makes lesson planning a space of checklist compliance and/or
resistance rather than a purposeful enactment of expertise (Darling-Hammond, 2013; Porter et
al., 2014; Collet et al., 2019). Because this space becomes a battleground during reform,
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participants may choose to comply, leave the classroom, or stay in a state of conflict with
administration. Either of these options still forces shifts in professional roles and identity.
Education is not a business, and students are not products.
The literature on teacher identity alongside historical reform shows that through situated
context on a more global scale that a teaching identity is also a political construct (Urban &
Wagoner, 2014; Olsen, 2012). For this reason, participants view their role in the classroom as
being a part of a greater good or social purpose while also impacting the future growth or
progress of the nation. Though all three participants connect student success in the classroom to
future economic or career success in life, none of the participants believe that education should
be operated as a business. Each participant at some point in the interview mentions the system
making money or test scores being driven by dollar signs. When participants describe what they
perceive as the reform process of policymakers, state and local board of education, and school
administration, I am reminded of the same factory business model used to restructure public
education after the Industrial Era as discussed in my review of the literature (Parkerson &
Parkerson, 2001; Urban & Wagoner, 2014; Waldow, 2015). The increased pressure of meeting
standards and increasing performance as well as the connection of assessment scores to
evaluation challenges participants’ beliefs about students as differentiated humans and not
singular products to be manufactured. Each participant stresses that education as it is currently is
not meeting the social and emotional needs of their particular students and is driven in such a
way that only certain groups of students may be manufactured successfully, but the others are set
up for failure.
Because participants view their work as social work, they see the students as recipients of
their emotional labor, and each student is a different individual with separate needs. The constant
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change of programs and curricula in a race to improve test scores not only leaves many students
further behind in learning, but participants feel that the business of education is making money
off of these changes, but students are not benefitting in return. This is especially true for the area
in which this study takes place as participants believe that their marginalized students suffer even
more under this model based on accountability, quality control, and profiting. The literature
review validates these disparities as high-stakes testing and a narrowed curriculum focus limits
higher order thinking needed for future success and can even lead to increased dropout rates and
broader inequalities especially for less affluent students (Darling-Hammond, 2010; Goldstein,
2014; Urban & Wagoner, 2014). For participants, a system driven by a numbers game devalues
the humanity of their students and the social context in which participants teach, which in turn,
devalues teacher identity. This also draws teachers away from their work to instead take on more
bureaucratic tasks such as data mining, script preparations, and defense of practice. In some
form, each participant pleads for a level of humanity to return to or reshape education rather than
feel that they are trapped alongside their students in a dominating social or political structure
(Darling-Hammond, 2010; Day et al., 2005; Jones, 2015, Tampio, 2018).
Reform is not successful if teacher identity is not empowered through the process.
In alignment to teacher identity theory, the data reveals that the disharmony caused in the
“emotional geographies” of professional identity leads to identity harm, affects working
environments, and challenges emotional or relational labor investments. Any or all of these then
cause significant and sometimes unexpected shifts in teacher identity. (Akkerman & Meijer,
2011; Biejaard, et al., 2004; Gee, 2001; Rodgers & Scott, 2008). The data illuminates that
participants did not distinguish between the intent of the reform itself and the negative
implications caused through implementation at the state and local level. Participants perceive the
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impact of Common Core implementation as an act of violence on their identity especially in the
areas of emotional and relational labor and contextual membership. In line with the previous
section, the participants do not feel empowered by their dehumanizing role in the big business of
education. Participants feel they are viewed as workers required to churn out scripted teaching in
the belief that it will create a successful student product. The literature in Chapter 2 asserts that
teachers as a collective group carry the burden of reforms (Bowers & Parsons, 2016; Davey
2013; Jones, 2015). This also supports Jones’ (2015) discussion of teachers as receiving the
blame for the ills of education and being caught in the continued conflicts of evaluation,
assessment, curriculum, identity politics, and multiculturalism. The findings in this study align
with this as each participant is clear that they felt that the forced implementation of the reform
was an act of violence, and yet, they had to act within that violence to maintain their professional
identity or even keep their job. This creates a disjunction for teachers as they perceived
themselves as the experts or knowledge keepers of the profession, but that the implementation of
reforms can interfere with their capacity to teach effectively or perceive success in the classroom
(Murphy & Torff, 2015).
Dewey (1938) believed that such knowledge was constructed not in the mind but in
transactions with others and the environment. While he focused on the positive gain of
knowledge, Dewey still recognized that negative transactions could hinder or disfigure learning.
This connects to Darling-Hammond’s (2010) reference to a system of “testing without investing”
(p. 73). She comments on the failures of most standards-based reform as not investing first in
teacher knowledge, curriculum, and resources. Without this positive transaction or exchange,
participants feel that their role as the knowledge keeper is instead threated by reform exchanges.
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The literature also suggests that policymakers who emphasize high-stakes testing as the
primary reform tool prove disastrous for teachers and students (Darling-Hammond, 2001; Dover
et al.; 2019; Goldstein, 2014; Murphy & Torff, 2015). Similar to Katherine’s comment on
testing as “competition,” Goldstein (2014) asserts that this type of competition severely
decreased professional collaboration as test scores were now tied to individual teachers. Not only
does this increase instructional pressure from administrators, but it also increased observations
and evaluation measures that participants indicate led to a divide of either mistrust or
disagreement on best practices. Participants then feel their identity as knowledge keepers or
experts is not respected despite believing that many times they have more experience with and
understanding of students than their administrators and do not believe that policymakers in
general have any understanding of their daily work. Like Darling-Hammond (2010) observes, a
lack of investment in teachers or a utilization of experienced teachers’ knowledge leaves
standards-based reform ineffective.
The findings suggest that participants think of empowerment as more than just accessing
their experience or knowledge; it is about reform being teacher driven as they continuously
collaborate to craft their own work lives (Hilferty, 2008). Participants defined themselves as
experts and professionals. As experienced teachers with a core identity, each participant at some
point indicates that she knows what is best for her students and desires the autonomy to teach as
such. Red asserts that if only the school district or even policymakers would ask what teachers
think, that they could potentially be more successful. Peaches believes that each teacher should
be empowered to teach in a culturally responsive way that meets student needs. And Katherine
pleads for school leaders to see students beyond assessments and build teachers to be respected
as professionals again. As a final plea, each participant also desires empowerment to be a return
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of their autonomy to plan instead of curriculum being a space in which they must practice dissent
or compliance (Collet et al., 2019).
Implications
To examine the problem of teacher retention or shortages (Barrett, 2009; Castro et al.,
2018; Podolsky et al., 2016; The New Teacher Project, 2012), which is often attributed to lowwages, high-stakes testing and evaluation, and overall stressful work conditions (Ford et al.,
2018; Goldstein, 2014; Jones, 2015; Martin & Mulvihill, 2016), this study explored experienced
teachers perceptions of professional identity especially through recent education reform to better
understand how their identities influenced their decisions to remain in the profession. These
findings may have implications regarding ways that school leadership and policy makers may
build better relationships with teachers and empower teacher expertise especially in decisions
that directly impact their students. For example, each participant indicated that policy and
changes to critical aspects of their professional expectations are generally done without any
teacher input or even understanding of their students’ needs. This hierarchy or power structure
created by this restriction on teacher autonomy and expertise (Akkeran & Meijer, 2011; Beijaard
et al., 2004; Hilferty, 2008) then leads to major shifts in teacher identity and roles as well as
impacting teacher investment in the profession. As teachers lose investment in professional acts
such as planning, this can lead to reduced feelings of effectiveness as well as the decision to
leave the classroom. This loss of investment also has far reaching implications on student
learning (Brooks, 2016; Castro et al., 2018; Connelly & Clandinin, 1999; Murphy & Torff,
2016).
This study also has implications on the relationship between administration and teachers
in helping administration better understand how teachers build and perceive their professional
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identities, especially in relation to self. If school administrators engage in relationship building
with teachers, they may better understand the importance of self and emotional geographies in
teacher identity (Hargreaves, 2001), and they may be able to foster more empowering work
environments and create stronger emotional geographies within school buildings These
relational and emotional geographies may not only empower teachers to enact change in their
classrooms but also increase teacher retention and decrease teacher shortages nationally.
Also, a recognition of the perceived power dynamic between teachers and administration
has implications for rethinking school advocacy. As this study indicates the power structures
evident in participant discourse (Jenlink, 2008), that same use of dialogue and discourse to repair
those relationships and deconstruct power structures may also contribute to teacher retention and
stronger professional identities (Danielewicz, 2001; Darling-Hammond, 2013). Each participant
indicated the pressures on administration to enact the changes handed down from policymakers
and reform shifts; however, rather than ask for teacher input or engage a sense of ownership in
the changes, the pressure was passed on to teachers. The continuous tension for teachers and
administrators leads to identity conflicts and burnout which then leads to job changes.
The final, but not least important, implication for this study is regarding lesson planning.
As participants share that their lesson planning became more restrictive or “robotic,” I began to
see a potential relationship between planning, identity, and autonomy. Once experienced teachers
embody their identities as quality planners, this translates into an identity as a curriculum writer
or curriculum planner (Clandinin & Connelly, 1992, Clandinin & Huber, 2005, 2010). Within
this space, professionalism and professional identity are interwoven with self and lesson plans
become extensions of expertise and self. As teacher autonomy to plan is reduced further by
scripted curriculum or pressures from administration, teacher identity and self are restricted.
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While teachers may see their act of compliance as conforming to job expectations, this study
reveals that the effects may be more reactions to what participants see as trauma for teachers.
Reconsidering how administrations and even teacher preparation programs build curriculum
planners rather than curriculum deliverers has powerful implications on teacher retention and
professionalism.
Recommendations
Returning to my epistemological lens of pragmatism combined with Clandinin’s (2013)
personal, practical, and social justifications for narrative inquiry research, the implications for
research and practice presented here are grounded in the social and practical justifications for this
study and the continued use of narrative inquiry as a method of viable educational research. The
first section will focus on recommendations at a national level as applications of the findings,
and the second section will shift to state and local level recommendations. While these are
presented in two sections, it is important to note that both national and local recommendations
are related in that what happens in either realm has potential to impact the other. To prepare for
writing this section, I wrote a brief analytic memo in which the word reimagine kept appearing;
thus, each of the following recommendations urges beyond the concept of reform or incremental
change but rather a complete shift in perspective or overhaul of current structures.
National Level
Though this study focuses on three teachers’ experiences in an urban setting, the broader
context in which this study is situated and the comparison across other similar studies supports
the implications for national changes. As I considered the findings and conclusions in this study,
I turned to more recent literature on Common Core implementation, teacher perception, and the
impact on professional identity. Similar studies also address the challenges with implementation
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and teacher perceptions of the shortcomings of assessment and curriculum. The topic of
education as an equity tool and the complexities or even injustices created by the accountability
system in education also surface in these studies (Dover et al., 2019; Jones, 2015; Tampio,
2018). For national recommendations, I suggest a reimagining of the entire American education
system and an empowered teacher identity.
Reimagine the American education system. The findings in this study suggest that a
full redesign, or even an overhaul of this model is necessary to address individual student needs,
engage communities, and work toward equity in education. What participants describe as a push
for increases in assessment data, enforced curriculum and pacing so that everyone is teaching the
same thing, and a “robotic” description of the teacher’s role, once again encapsulates the image
of schools as factories and teachers as line workers. This model also assumes that students are a
manufactured product with the quality control of curriculum and assessments. Policymakers
become corporate business owners that utilize factories for monetary gain and the school
administrators are factory supervisors or even owners. As reforms are continuously handed
down, the laboring force continues to groan under this model. The irony to this system is that the
laborers are the ones who hold the knowledge and experience in human learning and understand
the needs of a diverse group of students. This factory model wastes teacher talent and diversity
and assumes that students are products that will eventually meet equal manufacturing standards
if the input is improved, hence continual shortcomings in reform.
Using Dewey’s theory of experiential learning as the macro-theory of this study was not
only significant as a premise for identity formation but also for the historical context in which
Dewey presents his theory. As a pragmatist and early progressive, Dewey offered a revisioning
of education as a reaction to the rationality behind an industrial model for education (Biesta &
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Burbules, 2003). Though my study takes place almost a century later, participant data reveals
that even considering recent reforms, education is still subject to the industrial model of
accountability and productions, and while reforms have attempted to refine the accountability
process in hopes of improvement, these reforms have failed to rethink the system in light of
major political and social mechanisms that have changed. For example, Jones (2015) and
Tampio (2018) discuss the impact that multiculturalism, social justice movements, international
politics, and policies for equitable resource allocation have shifted the needs and functions of our
society, and yet the education system reforms have not encompassed these ideology shifts.
Tampio (2018), who also references the work of Darling-Hammond (2010, 2013), argues that
while opposition to the Common Core has focused mostly on implementation issues, the
accountability system on which NCLB and Common Core are built must better embrace the
belief that every child does matter by focusing more on how to build critical thinking skills and
either redesign or replace the standardized assessment and evaluation system. This redesign must
encompass more meaningful and applicable cognitive strategies and consider social and
emotional learning and cultural diversity. The findings in this study suggest that despite
continuous reforms, the system is not grounded in equity or the principles of student learning
because participants believe they must act as advocates or social justice champions.
Though a reimagining of the education system cannot ignore the political relationship
between the federal supervision and state control, this study also suggests that what is best for
certain groups of students to learn may not be applicable to others; thus, an overhaul on the
system must also include a redesign of how curriculum is published and evaluated for quality as
well as question who controls the content. The structure of education as an industrial business
model combined with standards-based reforms has profited large publishing and testing
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companies promoting a one-size-fits-all approach and placed content and instructional decisions
in the hands of illusive experts with profit to gain. The findings in this study do not discredit the
use of quality materials but instead support that teachers are the curriculum planners and the ones
who understand their students’ needs. These teachers do not see the value in big-business
education because it does not benefit the students they stand in front of each day. From the early
twentieth century, curriculum control and publication has been in the hands of the select few
“experts,” but a reimagining of the education system would instead value the teachers as
“experts” in curriculum development and build learning systems that draw on the community
rather than impose those systems of knowledge from a top-down and dehumanized approach
(Tampio, 2018).
Reimagine an empowered teacher identity. As I made notes about the title of this
section, I first wrote a re-empowered professionalism; but I erased that as I realized that there is a
lack of data to suggest that teachers have ever been authentically empowered. Considering that
the factory model framework is still evident in the educational system, true empowerment for its
“laborers” has yet to be achieved. However, the findings in this study suggest that the core
professional identity of experienced teachers is also fused with self. To retain experienced
educators and work toward empowered professional identities, the education system must also
recognize and value the enactment of teacher self in instruction, decision making, and
relationship building. As their self is an extension of their purpose, participants share that they
want their personal self to be as valued or utilized within their profession. As teachers engage
positively, their core identity strengthens, and they are more likely to remain in the profession.
With a focus on the value of the teacher as the driver of the profession, this also includes a focus
on developing pre-service and currently serving educators to become advocates for their
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profession and students. Teachers also need the autonomy for and a strengthened capacity to
plan, make decisions, lead, write curriculum, craft assessments and other professional acts which
could potentially increase the professional identity embodiment process in teachers to build a
collaborative strength in the profession in teachers who want to remain in the profession.
Educational policy makers and administrators must focus resources and efforts on strengthen the
asset they have in the classroom rather than continuously pour money into reform programs,
curricula, and assessments (Collet et al., 2019).
While a national education system cannot exist apart from political structures, a system
that is operated by politics and economic gain fails to operate based on the humanity of its
resources and those who are intended to be the experts of the field: teachers (Goldstein, 2014;
Jones, 2015). Yet, teachers are underpaid and undervalued for the knowledge and intellectual
work they bring to the profession. The conclusions of this study suggest that a redesign rather
than a reform is what is needed, and the teachers, the experts, should be the first group to begin
the redesign. A reimagining of the education system could instead root the profession in the
emotional and relational labor of teachers rather than in the economics of business. Though
teachers understand their role in building the economy, this study reveals that they see their work
and identity as an act of social advocacy for equity for all students. If that is not valued or shared
by administration nor supported by policymakers, then teachers envision themselves as
protectors of their students and enter a space of aggression against leadership. Instead of a topdown education system, the findings in this study recommend that a reimagining of education
would focus on a grassroots approach in which the teachers exercise their professionalism and
advocacy to develop instruction and influence policy that benefits students, develops teachers as
leaders, and promotes equity (Collet et al., 2019; Darling-Hammond, 2010; Tampio, 2018).
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State and Local Level
Reimagine the teacher/administration relationship. As this study concludes,
participants see a definitive line between themselves and their school administration because of
the enactment of reform policies or a top-down industrial model. Despite some of the positive
narratives of how leaders recognized potential or fostered growth, in conversations of reform, all
three participants felt mistrusted, undervalued, and professionally controlled by administration.
If more attention was placed on restoring this relationship by recognizing the traumatic
placement of both teachers and administrators in the top-down reform system, this has the power
to address teacher professionalism and higher retention. Because of the alarming data on teacher
perceptions of administration, I searched for recent studies on implementation, teacher
perceptions, and leadership. In a recent study of over 900 teacher perception surveys of school
leadership through Common Core, Collet et al. (2019) examined the hierarchical structures
referenced in teacher comments regarding leadership. The study findings suggest that the health
of the teacher/administrator relationship not only increased the potential success of reform
implementation but that teachers perceived themselves as more effective and willing to
implement changes when they worked with leaders who encouraged teacher participation in
decision-making, collaboration, and autonomy in planning. Research findings recommend a
more meaningful and relational systems of school leadership, evaluation measures, and even
planning processes could repair and even empower teachers and administration to work together
to in turn, redesign or reimagine the education system (Collet et al., 2019; Darling-Hammond,
2010).
Collet et al. (2019) also discuss findings that very few teachers in their study felt that
their administrators valued teacher voice or involvement; in fact, like the participants in this
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study, some teachers shared that they would be penalized for not following what their
administrator thought was best rather than listen to teacher input. The implications from these
studies suggest that if school leaders and the profession as a whole desire to retain teachers,
leadership even at the national level must better understand how to value and utilize the
humanity, person, and professional experience of teacher identity. With more emphasis on
creating teacher leaders and utilizing teacher voice in the local and national level, the potential is
a new body of school leadership who remains connected to the classroom by relationships with
teachers and students rather than enactments of power. This also means acknowledging that
education is social advocacy and impact and not corporate business (Jones, 2015; Tampio, 2018).
Thus, moving into leadership roles would be less about moving rank, but rather shifting realms
of impact and relational labor.
Reimagine planning autonomy. One thing the data emphasizes in this study is that
teachers value autonomy and flexibility in planning. All three participants began their
professional enactments with the power to write their own plans and even curriculum. Whether
this was because the class did not have a curriculum or the school policy allowed for flexibility,
participants believe that their expertise in planning and curriculum writing stems from that
freedom; once that freedom is restricted, perceived effectiveness decreases and identity is
conflicted (Murphy & Torff, 2016). In that space they enact their professional identity, and in
that space, they also suffered one of the most traumatic reform changes: scripted curriculum.
While no participant claims that curriculum is bad, not being able to plan from or utilize
curriculum in a way that is best for students limited teachers and moved them into a dialogic
space of violent terminology, hence the name “battleground” as given in the conclusions section.
Also, in the study referenced above, Collet et al. (2019) found that teachers who had active roles
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in selecting and using instructional resources in their classroom had more positive responses to
Common Core implantation and their leadership. However, the study also reported that teachers
who had no active voice in instructional materials felt like “drones or robots” and implementing
the enforced curriculum was their greatest struggle (p. 455). As this corresponds with my own
findings, I recommend that administrators and school policy makers consider how to return that
autonomy as well as equip future teachers to understand not only their subject matter but also the
pedagogy to teach it. Here in also lies the empowerment teachers are seeking for reprofessionalization. This study also suggests that lesson planning is also an extension of selfidentity which means that a reimagining of planning autonomy also includes a recognition and
value of the personal stories and personalities of teachers. As the participants in this study
reflected that their students needed content that was relevant to their identities, teacher autonomy
to plan means that the delivery of that content should also reflect the teacher’s identity.
Limitations
This research study has not only a geographical limitation but also a political one as well.
As it takes place in an urban district in the Mid-south, and all teachers were within the same
school district and grade band, this limits the participation in the national conversation as it may
differ from what may be taking place in rural or more conservative districts as well as districts
that are not in the South or have different student demographics. Common Core reform, though a
national initiative, was not adopted in every state; therefore, this study cannot necessarily speak
for other urban districts or teacher experiences in other states. All of my participants were
female, thus also potentially limiting these perspectives through a lens of gender. I also did not
focus on the racial identities of participants. Though two of my participants are African
American and one is white, this study does not analyze or consider the implications this could
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have on research data though I do acknowledge the potential for this in the data. I also feel it is
important to recognize that two of my participants left the classroom by the third interview.
While this actually adds to the narrative of reform, it also potentially impacts the participants’
narratives or perspectives of teacher identity in comparison to Red who remained in the
classroom.
As an additional limitation, my role as a novice researcher also impacts this study. As I
reviewed my transcripts, I noticed opportunities where I could have probed further or failed to
ask questions that I jotted in my notes. Each participant was unique in how she responded to
questions and the length of responses. By the third interview, I felt that I better understood how
to question and respond based on the participants’ personality, but this also meant the first
interview was more awkward and potentially less informative. This may have been the same
experience as the participant as well. Other potential limitations on the study are the use of
public spaces for interviewing in which participants chose the location but may not have felt that
they could speak authentically. There were noise distractions, interruptions from business staff,
and even cell phone interference that at time created gaps or distractions in the conversation.
Future Research
This study helped me identity three key areas where this research could be expanded to
help in re-professionalizing the field of education. First is an expansion in the use of narrative
inquiry to extend teacher identity theory and the second area is to further explore teacher identity
in professional practice. Not only would these research areas provide further understanding of
how experienced teachers potentially craft a core professional identity but also how to use their
narratives and experience to reimagine the field of education to empower what experienced
teachers believe are its greatest stakeholders. Because this study and others that are similar
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generally focus on particular cities or regions, I also recommend expanding this research to a
qualitative meta-analysis for a broader understanding of the national implications of Common
Core reform, and if possible, construct a meta-narrative of teacher identity in reform.
I recommend revisiting identity theory in two areas: the role of self in professional
identity and the voluntary or involuntary role-playing teachers may enact depending on who or
what is in their environment. This is referred to in the literature as positional interaction (Vagan,
2011) and should be studied further in relation to self and Rodgers & Scott’s (2008) four facets
of teacher professional identity. This study raised questions as to the presence of a core
professional identity fused with the self that cannot be separated even after leaving the
profession. The findings suggest that some sense of embodiment of a core identity may be why
teachers remain in the profession. A potential response to teacher retention is utilize teacher
narratives and further inquiries to understand how, why, when, and even if this happens.
Additionally, extending this research to also study role or relationship of administrators
in the profession could significantly impact what participants identified as a disconnect or power
play. Understanding administrators’ roles in how teachers realize or embody their core
professional identity has the potential to illuminate misconceptions between both groups of
stakeholders and bridge the gap between “us” and “they.” This potential unification could also
help address the political structures or reform pressures that challenge professional identity and
negatively impact teacher retention.
Lastly, but without taking away any importance, the literature shows there is a limited
amount of research in lesson planning and teacher identity. There is even less research done
with an intentional look at or comparison of lesson plans to identity explicit and implicit
implications of reform. During my research, I attempted to find examples of teacher plans from
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the last century and found none. This does not mean that they do not exist, but it does mean that
they rarely exist in public and scholarly research databases. Future research should seek
narratives from a range of novice to experienced teachers to understand the becoming of a
curriculum maker through identity studies and the physical plans created.
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Appendix A
Interview Protocols
Unstructured Interview 1
Share with me your educational and professional journey. How did you become who you are
today as a professional educator?
*Probes for consideration:
For how long have you been teaching? What subjects and grade levels have you taught?
Describe the school you are teaching at currently?
How do you feel about your current teaching position?
Do you feel that you are an effective teacher? Explain.
Describe your educational pathway? What type of Teacher Education (TEd) program did
you attend? When did you complete your TEd program?
Semi-structured Interview 2
Explain your lesson plan with me. Why did you choose to bring this one today?
Do you feel that this represents you professionally? Why or why not?
Describe your typical planning process. (The following are questions are to guide what I
anticipate hearing)
Where and when do you plan?
What materials or resources do you access?
What process do you follow?
Do you collaborate with others? If so, how does that look?
What role do your students play in planning?
How do you approach the texts or topics you are teaching?
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What is the most significant part of planning for you?
What is the involvement of your instructional leaders or administrators in your planning process?
Do you feel that lesson planning expectations have changed throughout your teaching career?
What about the actual lesson plan itself?
Semi-structured Interview 3
Tell me about your storyboard. What was it like to make this storyboard?
How do you feel about your career choice? What emotions have you felt lately when you think
about your role as a teacher?
Do you think that teaching is a true professional position? Why or why not?
Do you consider yourself a professional teacher? Why or why not?
Do you think you have you been a part of any significant educational reforms during your
career? Which ones? What was the impact of each?
What are your thoughts on the recent shift to Common Core in Tennessee? As a country?
How has your teaching practice changed through the shift to Common Core?
How has Common Core impacted teacher professionalism?
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Appendix B
Consent Form
Institutional Review Board
315 Administration Bldg.
Memphis, TN 38152-3370
Office: 901.678.2705
Fax: 901.678.2219
IRB #: PRO-FY2019-104
Expiration Date:
Page 1 of 4
Consent for Research Participation
Teacher Identity and the Core: A Narrative Inquiry into the Relationship between Teacher
Identity and Lesson Planning in the Common Core Era
You are being asked to participate in a research study. The box below highlights key information
for you to consider when deciding whether or not to you want to participate. More detailed
information is provided below the box. Please ask the researcher any questions about the study
before you decide whether to participate. If you volunteer to take part in this study, you will be
one of three people to do so.
Key Information for You to Consider
• Voluntary Consent. You are being asked to volunteer for a research study. It is up to
you whether you choose to participate or not. There will be no penalty or loss of
benefits to which you are otherwise entitled if you choose not to participate or
discontinue participation.
• Purpose. The purpose of this study is to focus on how teacher identity and the
implementation of Common Core standards impact teaching identity and lesson
planning.
• Duration. It is expected that your participation will last for approximately three hours.
• Procedures and Activities. You will be asked to participate in three interviews and
create a storyboard collage.
• Risks. To the best of my knowledge, the things you will be doing have no more risk of
harm than you would experience in everyday life.
• Benefits. The only benefit to participating in the study is that you will receive a $15
Target gift card at the completion of the study. This will be pro-rated at $5 per
interview.
• Alternatives. Participation is voluntary and the only alternative is to not participate.
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Who is conducting this research?
The person in charge of this study is Casie Wise (Lead Investigator, LI) of University of
Memphis Department of Instruction and Curriculum Leadership. She is being guided in this
research by Dr. Beverly Cross.
Why is this research being done?
The purpose is to understand the impact of Common Core school reform on teacher professional
identity. You are being invited to take part in this research study because
• you are a public-school English Language Arts teacher
• You are currently teaching any grade from 6th-8th in a public school
• You have taught for at least ten years
What happens if I agree to participate in this research?
If you agree, you will be asked to participate in a series of interviews. The research will be
conducted at a site chosen by you the participant. This site cannot be a K-12 public school. The
research should take approximately three hours total. You will be asked to participate in three
one-hour interviews approximately 2 weeks apart. For interview two, you will be asked to bring
two copies of a recent lesson plan. In between interview two and three, you will be asked to
complete a storyboard collage. The board will be provided for you.
During these interviews, I will not collect any personally identifying data. You will choose a
pseudonym to use during the research and for publication of the data. I will ask questions about
your professional career as an educator and how school reform has impacted you. You can skip
any questions that make you feel uncomfortable. You are also allowed to stop at any time.
All interviews will be recorded. I will request that a copy of the lesson plan be given to me in
the second interview. I will also keep the storyboard unless participants request that it be
returned at the end of the study.
What happens to the information collected for this research?
Information collected for this research will be used to share the professional stories of
participants and how the school reform era of Common Core had any impact on those stories.
The information will be published in a dissertation. Your name or any identifying information
will not be used in any of the interviews or published data.
How will my privacy and data confidentiality be protected?
We will take measures to protect your privacy the security of all your personal information.
Despite taking steps to protect your privacy, we can never fully guarantee your privacy
confidentiality of all study information will be protected. Measures we will take include:
•

You will choose a pseudonym which will be used for data analysis and any future
publications.
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•
•
•

You will choose a site for the interviews that is not a K-12 public school site. This will
reduce any risk to your career or professional identity as an educator.
All documents, recordings, and transcripts will be kept in a locked cabinet in my home
office unless being analyzed for study findings.
We will retain a sheet with participant names, pseudonyms, and preferred contact
information. This sheet will be locked in a cabinet in my home office separately from the
data. This sheet will be destroyed at the completion of the study.

I will keep private all research records that identify you to the extent allowed by law. However,
there are some circumstances in which we may have to show your information to other people if
the information indicates any illegal or harmful activity. Also, we may be required to show
information which identifies you to people who need to be sure we have done the research
correctly; these would be people from such organizations as the University of Memphis. We also
recognize that full confidentially cannot be guaranteed but we will take all possible measures to
protect participants’ identities.
Individuals and organization that monitor this research may be permitted access to and inspect
the research records. This may include access to your private information and lesson plans.
These individuals and organizations include: The Institutional Review Board
What if I want to stop participating in this research?
Taking part in this research study is your decision. Your participation is voluntary, and you can
stop at any time. There is no penalty or loss of benefits to which you are otherwise entitled is you
decided to not be involved. Your decision about participating will not affect your relationship
with the researchers or the University of Memphis.
Will it cost me money to take part in this research?
There are no costs associated with participation in this research study.
Will I receive any compensation or reward for participating in this research?
You will receive a $15 Target card for completing this study. The amount received will be prorated based on how many rounds you complete. You will receive 5$ per round of interviews. The
card will be issued after your last interview.
Who can answer my questions about this research?
Before you decide whether to accept this invitation to take part in the study, please ask any
questions that might come to mind now. Later, if you have questions, suggestions, concerns, or
complaints about the study, you can contact the investigator, Casie Jones at (901)590-8448. If
you have any questions about your rights as a volunteer in this research, contact the Institutional
Review Board staff at the University of Memphis at 901-678-2705 or email irb@memphis.edu.
We will give you a signed copy of this consent form to take with you.

216

STATEMENT OF CONSENT
I have had the opportunity to consider the information in this form. I have asked any questions
needed for me to decide about my participation. I understand that I can ask additional questions
throughout the study.
By signing below, I volunteer to participate in this research. I understand that I am not waiving
any legal rights. I have been given a copy of this form. I understand that if my ability to consent
or assent for myself changes, either I or my legal representative may be asked to consent again
prior to my continued participation.
As described above, you will be audio recorded while performing the activities described above.
Recordings will be used for data analysis only.
•

Initial the space below if you consent to the use of audio recordings as described.
I agree to the use of [audio/video recording or photography]

Name of Adult Participant

Signature of Adult Participant

Date

Researcher Signature (to be completed at time of informed consent)
I have explained the research to the participant and answered all of his/her questions. I believe
that he/she understands the information described in this consent form and freely consents to
participate.

Name of Research Team Member

Signature of Research Team MemberDate
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